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CHAPTl!!ff I 
INTRODUCTION 
This study assessed the effects of a specially 
designed reading inservice education program upon a 
randomly selected group of third, fourth and fifth grade 
students enrolled in the Individualized Instruction for 
Continuous Development classes in ESEA Title I schools 
in a large metropolitan area in the Middle West. 
Achievement scores w~re compared for students 
whose teachers were in one of three treatment groups. 
Each group of students consisted of ninety pupils, thirty 
at each of three grade levels, three, four and five. 
Treatment one teachers received the large group inservice. 
Treatment two teachers participated in the large group 
inservice and an individualized demonstration lesson. 
Treatment three, the control group, received neither. 
Six schools were involved in treatments one and two, a 
seventh school was used for treatment three. 
Data were analyzed using a 3x3 factoral multi-
variate analysis of variance on differences between pre 
and post test scores, measuring achievement in vocabulary, 
comprehension, and total reading scores. 
l 
-STATEMENT OF THE PROBLEM 
~ ~ Title 1 .!21.1:-l,g Final Evaluation Report, 
Board £!. Education, City £!. Chicago suggests that the 
variation in nature and scope of inservice education 
services provided to ESEA Title I schools has been con-
sidered as a causative factor,-1:,n the production or low 
pupil output measures obtained in evaluation studies of 
the many programs funded by the Title I effort. 
2 
Supervisory services rendered to ESEA Title I 
schools assume the responsibility of designing, implement-
ing and modifying inservice education programs tor Title I 
teachers and teacher aides. These services are incorporated 
into the Supportive Services component of the Department 
of Government Funded Programs. Sub-components of this 
service unit are the Instructional Mobile Laboratories. 
The investigator served as a consultant in conjunction 
with this facility. 
A primary responsibility of this assignment was 
the design and implementation of inservice education 
programs in the fields of reading and language develop-
ment instruction for Title I teachers and teacher aides. 
After a series of trial and error applications or several 
existing inservioe education models the investigator 
found the need to design a program with a model using 
,._~,,-
unique components to do the things considered necessary. 
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The task was to develop a viable, effective inservice 
educat.ion program. 
Goals were the development of specific instruc-
tional skills in reading and language development as well 
as the enhancement of teacher's level of general knowledge. 
It was further proposed that teachers be taught ways to 
use the hardware and software incorporated into their 
programs more appropriately. 
The model that was developed included a mobile 
language laboratory, brought to school sites by truck on 
inservice days. The laboratory was fitted to accommodate 
large group, small group, and individualized instruction. 
The unit carried a full complement of educational hard-
ware and supporting software used in ESEA schools. 
The investigator's program design began with a 
large group presentation. This was given to all ESEA 
.,,, 
teachers and aides at a Title I school. It was intended to 
teach some aspect of reading instruction to the entire 
group. This was followed by a demonstration lesson taught 
to a group of children, with their teacher present. The 
purpose of the demonstration lesson was to individualize 
inservice procedures. Reinforcement was thereby made 
possible. Adjustments to the characteristics of a given 
group of children could be made instantly during the 
teaching episode. This type of feedback enabled the 
investigator and the teacher to adjust teaching strategies 
to the children. The demonstration lesson is a unique 
component of this inservice model. 
This particular model was chosen to solve some of 
the instructional problems that were peculiar to ESEA Title 
I schools. Teachers with varying degrees of skill were 
assigned to critical remedial reading programs. While the 
large group presentation addressed itself to some very 
specific issues which applied to all teachers of reading, 
further articulation of the concepts presented was still 
needed on a one to one basis. The individualization of 
inservice instruction was accomplished through the use or 
demonstration lessons. Teachers who previously claimed 
that the large group presentations dealt with procedures 
that could not be applied in their classrooms given their 
particular cohort of pupils were shown that this was not 
true. These teachers were brought to believe that their 
pupils really could learn, given proper instruction. The 
mobile facility provided a pleasant learning environment 
but was not a critical component of the model. Everything 
that was done in the mobile could well have been done in 
a classroom. 
In summary, the problem posed in this investigation 
was the improvement of inservice procedures in reading and 
language development. The demonstration lesson was an 
approach to a solution. If the demonstration lesson 
affected teacher performance in any significant positive 
4 
way, pupil achievement scores in reading might possibly 
show improvement. 
I 
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hnr 
SIGNIFICANCE OF THE STUDY 
Inservioe education is specified in the guidelines 
for all Title I programs. Since any well conceived super-
visory program provides for inservioe education, it would 
follow, that any procedure which could improve the quality 
or inservice program design could have impact on the 
quality of educational programs in general. 
If the investigator's model produced significant 
reading achievement gains in the sample tested, it would 
seem that the model could warrant further application and 
study. If, on the other hand, no significant pupil gains 
were made, it could mean that inservice program designers 
should use the model with caution, if at all. This may 
save time and money in replication expenses. 
6 
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HYPOTHESIS 
All pupils included in this study were Title I 
students who were selected randomly from a population of 
youngsters who met the Public Law 89-10 guidelines. These 
children are of normal intelligence and are not considered 
to be learning disabled. Socio-economically, they are all 
from poverty income level families. 
The students included in this study were all of 
Afro-American descent. Since the youngsters were of normal 
intelligence, from the same ethnic group, and came from a 
similar socio-economic group it can be assumed that these 
factors were reasonably controlled and did not constitute 
true variables. 
The investigator intended to ascertain the effects 
of this program design by measuring student achievement. 
The statistical procedure involved means tests on the pre 
and post test measures of reading achievement of students 
whose teachers received, 
1. Only the large group workshop 
2. The large group workshop and the individualized 
demonstration lesson 
3. Neither the large group workshop nor the 
demonstration lessons. 
The hypothesis that there will be no significant 
difference between the three treatments for the three grade 
levels in the vocabulary, comprehension, and total reading 
7 
8 
test scores was tested. The grade levels used for this study 
were three, four and five. The pre to post differences on 
scores for vocabulary, comprehension and total reading 
scores were tested. 
--
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LIMITATIONS 
Teachers participating in the Language Arts 
Mobile Laboratory activity are assigned to many ESEA 
Title I programs. The majority of teachers involved in 
ESEA programs are assigned to the IICD activity. While 
this study involves teachers from many activities taken 
from the Title I spectrum, the children were randomly 
selected trom IICD classes. These classes are reduced 
size classes, which are not tied to any publisher or 
specific reading program. This choice was made so that 
the eclectic approach would predominate. specific 
reading programs with special hardware and software 
might conceivably be considered a variable so this was 
avoided. 
The tact that seven different principals were 
administering the pe.rt1c1patiJJg schools was a variable 
which was not controlled. This study did not attempt to 
assess the quality ot teaching, the quality ot the 
inservice including the demonstration lessons, or the 
etteotiveness of teachers or teacher aides. 
f 
The study concerned itself with pupil reading 
achievement. The investigator did not do all ot the 
testing. Using the Intermediate Form ot the Stanford 
readiJJg test was considered appropriate for third grade 
by the publisher but may be inappropriate in a strict sense. 
10 
DEFINITION OF TERMS 
Comprehension - This term refers to the ability 
of the reader to grasp word meanings, grouping words into 
unitary thought complexes so that sentences, paragraphs and 
larger units of material become intelligible. This involves 
understanding the relations between words in sentences, 
between sentences in paragraphs, and between paragraphs 
in larger wholes. 
Demonstration - This term refers to the procedure 
of doing something in the presence of others, either as a 
means or showing them how to do it themselves or to illus-
trate a principle. 
ESEA Eligibility - The eligibility of an elementary 
school attendance area for Title I projects is established 
when: 
1. the percentage of concentration of children 
from low-income families is 35% or above, or, 
2. the percentage of concentration is above the 
district-wide percentage of 25.4, and the 
number or children from low-income families 
in the attendance area is 150, or, 
J. the percentage of concentration is 15% or 
above, and the number of children from low 
income families in the attendance area is 
above 385. ( This is higher than the average 
11 
Number of children from low-income families 
for the current school year. The average 
number of low-income children per school 
attendance area is 317.) 
I.I.C.D. - Individualized Instruction for ~--------------~- ----------- ----
Continuous Development - provides a structure to meet the 
needs of identified Title I pupils from kindergarten 
through grade 8, for readiness and reading instruction. 
This activity provides an augmented staffing pattern, joint 
inservice training for teachers and teacher aides conducted 
by staff assistants, and procedures for the involvement 
of parents. Locally selected instructional materials 
designed to develop readiness skills and to increase pupil 
achievement in reading are also provided. The activity 
has two components: 1. a half day kindergarten program, and 
2. a full-day self-contained primary, intermediate and 
upper grade program. 
Language !!:!§. Mobiles - The language arts mobiles 
are equipped as reading laboratories, complete with 
needed multimedia equipment and material. The mobile 
instructional laboratories are portable classroom, 10 x 
40 feet. They are connected to a truck cab, moved to a 
particular site, and electrically connected. They serve 
as the environment for the activity. 
Reading - Reading involves the identification and 
12 
recognition of printed or written symbols, which serve as 
stimuli for the recall of meanings built up through past 
experience, and the construction of new meanings through 
the reader's manipulation of relevant concepts already in 
his possession. The resulting meanings are organized into 
thought processes according to the purposes that are 
operating in the reader. Such an organization results in 
modification of thought and, perhaps, behavior. It may 
even lead to radically new behavior which takes its place 
in the personal or social development of the individual. 
Total Reading Score - This term is a composite of 
the sub-scores in the reading area. 
CHAPTER II 
REVIEW OF RELATED RESEARCH AND LITERATURE 
Applegate (1957) proposed the workshop as the format 
appropriate for inservice training in the public schools of 
Minnesota. In a dissertation study Gearheim (1959) reports 
that teachers accepted carefully planned and cooperatively 
produced 1nserv1ce programs, while rejecting authoritatively 
imposed presentations. He set forth the generalization that 
teaching is improved by the cooperative sharing of ideas. 
Teacher participation was found to be the key to successful 
inservice efforts by Cory (1959), while Taylor {1959} re-
vealed district wealth to be the determining factor in the 
frequency and quality of inservice programs in his study of 
100 Indiana school districts. 
Plank (1960) presented nine criteria for a valuable 
inservice experience: 
1. Workshop method 
2. Expert demonstrators 
3. Practical materials used 
4. Proper topics selected 
5. Usable information 
6. Used direct teacher participation 
13 
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7. Teachers shared ideas 
8. Teachers constructed materials 
9. Expert leadership provided 
At the same time he listed eight factors mitigating 
against teacher behavioral change which he found common 
to many ineffective inservice eduoation programs: 
1. Ineffective presentation of ideas 
2. Impractical suggestions 
J. Information too theoretical 
4. Inappropriate grade levels 
,5. Redundant 
6. Irrelevant experiences 
7. Unavailable equipment demonstrated 
8. Insufficient information 
Group process, says Pickrell (1960), serves as an 
instrumentality to achieve wider teacher involvement. It 
helps the process of individualization evolve in inservice 
programs. 
Stoops and Rafferty (1961) ask some cogent questions 
about inservice,education. They pose the following questions 
as a tool for evaluating such programs: 
1. Was it adequately and cooperatively planned? 
2. Was it of importance to all personnel? 
J. Were all personnel interested in the program? 
4. were enough resources and materials made 
available? 
5. Were the meetings scheduled at an appropriate 
time and was enough time allowed to cover the 
materials? 
6. What were the weak points in the program? 
7. Was there effective leadership? 
8. Were the needs of the teachers correctly 
diagnosed? 
15 
9. Was there any evidence that the program resulted 
in a better teaching-learning situation? 
10. was there observable growth on the part of the 
participants? 
11. Were there requests for follow-up sessions? 
12. Were there any new skills or techniques evident 
in the classroom as a result of the program? 
lJ. Was there any renewed enthusiasm on the part of 
the participants to want to do more than they 
did in the past? 
In an analysis of inservice programs in Georgia, 
Teague (1962) recommends the following: 
1. Local schools should be given more responsibility 
for planning and conducting inservice activities. 
2. Inservice activities should be designed primarily 
to help reach specific goals that are recognized 
and desired by most staff members. 
3. Individual differences of personnel should be 
taken into account when planning and conducting 
16 
inservice activities. 
4. All persons affected should be given a share 
in planning inservice activities. 
5. Careful consideration should be given to the 
establishment of an advisory committee to 
assist the local schools in planning and con-
ducting inservice activities. 
6. Orientation activities for teachers new to 
the system and teachers beginning in the 
profession should be increased, particularly 
at the local school level. 
7. Inservice activities should be included in the 
organized work week and should be considered 
part of the workload for teachers and admin-
istrators. 
8. Steps should be taken to bring the participants 
perception closer together. 
Finch (1964), studying the effectiveness of 
teachers who received inservice training in the Los 
Angeles city schools, reports: 
1. There are statistically significant differences 
in teacher effectiveness between teachers 
having more inservice education and those 
having less. 
2. There is a positive relationship between the 
total amount of a teacher's inservioe 
education and his teaching competence, as 
judged by his principal. 
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Heilman (1965), on the other hand, found that an 
intensive inservice program produced no significant gain 
in pupil reading scores. These data were generated in a 
program which provided a two-week seminar prior to school 
opening and 25 two hour weekly seminar sessions during 
the school year. This study poses the interesting 
proposition, made by Scriven (1974), that there is no 
empirically validated connection between process and 
output. 
Patel (1965), in reporting on his study of the 
Gujarat State, India secondary schools found that over-
load, under-pay and the low professional status of 
teachers were major causes of inadequate inservice 
education. He further points to a lack of unified effort 
by an autocratic administration, as well as lack of 
teacher initiative, as other causes. 
Robinson and Rauch (1965), relegated the major 
responsibility for inservice education of reading teachers 
to the reading consultant. This takes the onus off local 
school administrators to provide such programs. 
The Wayne County Board of Education, Goldsboro, 
North Carolina (1966), reported a Title III project. It 
used a community based resource, called their Supplemen-
tary Education Center, as a locus for concurrent self-
l 
improvement activities by faculty, students and adults 
working together. 
York (1966), found that: 
18 
1. Formal inservice activities are considered by 
teachers to be ineffective in producing 
improvements on the part of the participants. 
2. Inservice activities are most successful when 
conducted at the local school level and when 
they deal with topics or problems of concern 
to the teachers. 
3. Teachers prefer to do inservice work at the 
grade levels or subject fields in which they 
teach. 
4. Teachers recognize their own weaknesses and 
are ready to work on these areas. 
5. The most successful inservice activities are 
conducted during the normal work day. 
6. Participation, on an active basis, in in-
service activities has a direct relationship 
to the value placed upon the activities of the 
participants. 
7. Proper evaluation is a major problem. 
Duffey (1967), in a study of 213 elementary 
teachers enrolled in courses at the University of Mary-
land, found that many of these teachers disregarded their 
---
19 
obligation to be well read. He suggests that inservice 
education programs encourage teachers to read more 
widely. 
A Ford.ham University course (1967) for students 
seeking teacher certification breaks down the inservice 
process into these activities: 
1. Directed observation 
2. Learning and teaching or an individual 
child 
J. Curriculum content 
4. Teaching procedures 
The course was taught through discussion groups, multi-
media presentations and student feedback. 
Sandefur et al (1967) found that inservice 
programs stressing possession of factual information 
about professional content are less likely to produce 
desireable teacher behavior than are those stressing 
laboratory experiences made relevant to content and 
theory. 
Mahaffey (1967) felt that the teaching of 
reading was improved by the introduction of new 
approaches and new methods and materials. This was done 
in the Brookland Cayce Schools in South Carolina, using 
the workshop method. 
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Herber {1967) reported that a reasoned response 
to the reading crisis is based on the following factors 
related to inservice education in reading: 
1. The teacher's skill is more important than 
the materials he uses. 
2. No one method or set of materials adequately 
suits all students. 
3. Research findings need to be translated into 
classroom practice. 
Kelly {1967) found that programs which focus on 
the instructional needs of the classroom teacher and are 
scheduled prior to the time teachers need to use them in 
their classrooms find greatest application in the 
schools. 
Brown (1967) stated that resource units were a 
viable component of an inservice program used in Penn-
sylvania. 
Ashly (1967) found that teaching styles changed 
as the result of inservice education. 
The question of whether a reading consultant is 
more effective working with individual teachers or with 
groups was researched by Morrill (1966). She worked 
with 35 first grade teachers, dividing them into two 
groups. The control group received traditional one-on-
one consultant service. The experimental group met with 
the consultant twice monthly tor large group instruc-
tion. There was no rand.om selection indicated in her, 
assignment of teachers to treatment and control groups. 
Selection by the principal and years of teaching 
experience seemed to be the prime factors in placement. 
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Her semi-monthly inservice sessions were work-
shops, where teachers shared problems and arrived at 
common solutions under the direction of the investigator. 
The pupil reading achievement scores of the two groups 
ot teachers showed no significant differences when total 
test scores were considered. The report listed ancillary 
benefits accruing to teachers, vaguely expressed as 
increased confidence and other such non-quantitiable 
gains. Her research seems poorly conceived in terms of 
measurable data. 
In a study of inservice procedures in Anchorage, 
Alaska, Hartman (1967) reported the following: 
1. Inservice education practices involving 
personal initiative and choice on the part 
of the teacher were rated as more effective 
by beginning teachers than those that were 
planned, organized, and provided by an 
outside source. 
2. Beginning teachers indicated that being 
involved in civic and community groups 
22 
makes a more efteotive contribution to 
personal adjustments than professional 
organizations, faculty meetings, curriculum 
discussions, and other similar activities 
provided by administrative and supervisory 
personnel. 
J. Beginning teachers rated assistance from 
fellow teachers extremely effective. 
4. Elementary principals rated all inservice 
practice provided by the school principal 
as being more effective than the teachers 
believed them to be. 
s. Of 40 inservice practices, teachers and 
principals rated assistance from fellow 
teachers as the practice which made the 
most effective contribution to professional 
growth. 
Chern (1969) specified that inservice education 
in reading should be conducted on released time, 
presented by specialists to promote an atmosphere or 
creative and innovative thinking. She further states 
that the reading consultant responsible tor inservice 
education should have access to all data, including 
teacher personnel records, so that a determination or 
strengths and wealm.esses could be made in a needs 
L 
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assessment. Vital to such an effort would be conferences 
with teachers, pupils and parents in planning sessions 
which should include all participants in an ongoing 
involvement. 
Dolan (1968) suggested that constant evaluation 
of an inservioe program should be maintained for program 
modification to insure viability. 
Moe and Feehan (1968) suggested the use of video 
tape recorders to improve reading inservice programs. 
They utilized a teach-reteach micro-teaching cycle under 
the supervision of a reading supervisor, who made specific 
recommendations as to procedural modifications with 
individual children, as well as with group teaching 
techniques. 
Beldin (1968) proposed that diagnostic skills 
such as interpretation of test data and observation ot 
children's reading behavior, should form the proper 
locus for inservioe training activities. He suggested 
the use of audio-visual aids such as films of children 
exhibiting specific reading behavior in presenting 
diagnostic information to teachers. This kind of 
simulation leads to the logical extension of classroom 
application and possible supervised pupil behavior 
change. 
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Boznango (1968) evaluated a Title III inservice 
effort in Michigan and round that teachers who volun-
tarily participated in inservice activities perceived. 
them to be more effective than those who were selected 
by their administrators. She also concluded that there 
was a negative relationship between participation in 
the planning process and quality of that planning 
process. She studied 12 projects. 
Hartnell (1968), using an analysis of variance 
in assessing attitude and personality correlations of 
Title I inservice teachers, found that the inservice 
training did not influence teacher attitudes on the 11 
variables of the SORT test. 
Roberson (1969) used videotapes, the Flanders 
Interaction Analysis system, and Roberson's self-
appraisal instrument with 20 inservice teachers to teach 
the use of behavioral objectives in directed reading 
lessons as a means to improve reading instruction. He 
found that his system increased the reading achievement 
of the children taught by the 20 teachers assuming that 
his feed.back helped secure this improvement. The fact 
that his data may have been contaminated by the 
Hawthorne effect was not calculated, nor was there any 
indication of the exact nature of the testing procedures 
used. 
Widell, Merwin, and Newman (1969) also found 
that the nature and quality of performance feedback 
given to inservice teachers exerts a profound effect 
upon the overall quality of a given inservice program. 
They also proposed the use of videotaped teaching 
segments as a means toward this end. 
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Kelly (1969) used a three group, post-test only, 
control group, research design utilizing three stratified 
random samples of 32 teachers each from grades two 
through five. He compared the effectiveness of a simu-
lation type inservice education program to a regular 
demonstration type inservice program. He found that 
simulation did not appreciably improve teacher views of 
pupil needs in the suburban Ohio school district used. 
Weule (1970) studied the teaching practices of 
150 primary school teachers in Australia and found them 
to be seriously deficient in diagnostic skills in the 
teaching of reading. He concluded that a massive effort 
was needed to improve the diagnostic skills of these 
teachers. He designed such an inservice effort using 
model lessons, mockup situations, and actual teaching 
observations. He did not report on the results of the 
program but called for more research in this area. 
Theimer and Locke (1970) report that a number or 
California school districts have formed professioIJal 
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development centers to improve the instructional skills 
of classroom teachers in grad.es kindergarten through 
six. Their pupils coming from low socio-economic back-
grounds were achieving below grade level in reading and 
mathematics. The centers were permanent installations 
with regular staff, including substitute teachers to 
free classroom teachers so that they could attend their 
training cycles. The Compton, Enterprise, Willowbrook, 
Fresno, Long Beach, Oakland, and Richmond school systems 
were involved. 
Geeslin and York (1971) suggest a multiple 
approach to remove the literacy barrier to inservice 
education that is raised for some teachers. They urged 
the development of higher order reading skills for 
teachers themselves as an important process in removing 
what they call uoognitive barriers• to effective teacher 
functioning. 
Weintraub et al (1971) suggest the use of 
process analysis techniques such as Interaction Analysis 
as a prelude to planning inservioe programs. This helps 
in securing a needs assessment upon which to base the 
program design. Thereafter, a specific deficiency model 
can be employed to generate a meaningful program. They 
urge reviewing the professional literature, improving 
questioning techniques, interpreting research and 
modifying teaching attitudes and habits as a series 
ot correlative activities for inservice programs. 
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Austin (1971) proposes an inservice model which 
incorporates individualized instruction, preparation or 
instructional modules, writing of behavioral objectives, 
formulation of coalitions of related groups, use of 
formative and summative evaluation data, provisions for 
different teacher competency levels, and use of tech-
nology by practicing teachers. A unique aspect of her 
model calls for the definition of the developmental 
behavior and characteristics of children. From this a 
curriculum can be planned and used with pre-service 
teacher trainees as well as inservice teachers. 
Berck (1971) studied the relative effectiveness 
or teaching reading methods to two groups of inservioe 
teachers. One group received. intensive supervision as 
well as lecture-discussion, while the other group was 
given the lecture-discussion format only. The supervised 
group received nine lessons of lecture-discussion, and 
six supervised sessions with children present. These 
sessions included videotaping with self-a:n,alysis and 
feedback sessions. The other group received 15 sessions 
of lecture-discussion alone. Results of the study seem 
to indicate that classroom practice is influenced not 
--
so much by inservice education in general, as by the 
specific components such as involvement in high impact 
activities and immediate feedback. 
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Dunkeld (1971) reports an extensive inservice 
training program in the Portland Oregon area. It involved 
principals, teachers, teacher aides, and parents who 
attended classes at Portland State University once a 
week for an entire summer. The Northwest Regional 
Educational Laboratory evaluated the project. They found 
that frequently the major emphasis of the program was 
preempted by other unplanned activities. Teachers were 
not always very active in their participation and did 
not implement what they learned in their classrooms. 
However, parents played a satisfactory role in helping 
the teachers. By its promotion of a piecemeal planning 
strategy the eclectic approach used contributed. to the 
failure of the program. The substitute teachers who were 
employed caused problems by not teaching to the lesson 
plans left for them. This was a study in things to 
avoid in designing inservice education. 
Toflinski (1971) considered the role of the 
intermediate unit in teacher inservice education in 
the light of the following: 
1. What are the characteristics or existing 
inservice programs? 
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2. What changes, if any, should be instituted 
in inservice programs? 
J. What are the characteristics of an ideal 
inservioe program? 
4. What are the most important features of 
inservice programs? 
Fifty-seven school districts responded to a survey made 
by the Allegheny County Pennsylvania intermediate unit. 
There were 701 teacher respondents with JO direct 
interviews with district administrators. The study 
concluded the following: 
1. During 1970-71 the content of inservice 
programs was mainly in the subject areas. 
The lecture format was used by consultants 
with oral evaluations. 
2. The ideal inservice program deals with 
subject areas or improvement of classroom 
instruction. The ideal program makes more 
extended use or district personnel, as well 
as provides opportunity for teachers to 
observe their peers. Teachers favor visits 
departmental meetings, and workshops as the 
ideal formats. 
3. The most important feature of inservice 
programs are relevance to immediate needs, 
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participation in planning, presentations by 
teachers, active involvement on the part ot 
the teachers during the program, and paying 
attention to individual teacher needs. 
The study proposed that the following services be 
maintained by the county unit to improve inservice 
education: 
1. Maintenance of a materials resourue center 
2. Establishment and maintenance of a 
demonstration center 
J. Service as a coordinating agency tor 
teacher inter-visitation 
4. Providing content and process specialists 
5. Providing laboratory facilities 
6. Serving as a resource clearinghouse 
7. Conducting workshops 
8. Designing evaluation procedures for inservioe 
programs 
Johnson (1971) developed a model for inservice 
education in art criticism. It was assumed that teacher 
performance in art criticism would improve as a result 
ot this program. Pre and post tests were used. It was 
also hoped that teacher classroom verbal behavior would 
improve. A graphic analysis of pre and post tapes was 
made us1ng a systems approach based on Gagne•s model. 
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The data revealed that every participant reached 
the 70% criterion. Pre and post test mean differences 
were significant at the .01 level on t-tests ror each or 
the five program modules. Graphs of the taping sessions 
showed an increase in high-level positive verbal behavior. 
Participants wrote performance objectives, 
constructed tests, learned structure and sequence through 
task analysis, identified entering competencies, analyzed 
instructional events, prescribed media, developed multi-
media materials, presented the inservice course, and 
carried out the evaluation. 
West (1971) reported that Alabama secondary 
school teachers of mathematics identified the extent 
and value of certain suggested inservice activities. The 
three major areas of concern were the use of certain 
activities, teacher perceptions as to the value of these 
activities, and a comparison of the activities to 
criteria or effectiveness. 
Data were analyzed by the chi-square test of 
significance. Meetings sponsored by mathematical 
organizations, summer workshops, professional readings, 
curriculum experimentation, and research were found to 
be valuable. Professional education meetings, teacher-
supervisor conferences, and interclass visitation were 
found to be of little value. 
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Seefeldt (1971) performed a multiple linear 
regression study. He examined the relationship between 
teacher education levels, experience, and pupil test 
scores in a Duval County, Florida Head.start program. 
Pre-test scores, sex, and age were controlled. by an 
analysis of covariance. Independent variables such as 
race, age, formal education, teaching experience, and 
completion or an eight week Leadership Development 
Program were entered into a regression equation. a 
significant F at the .05 level, and a positive regression 
coefficient observed from the univariate regression 
equation led to the rejection of the null hypothesis. 
The findings indicate that the greater the level 
of pre-service and inservice education completed., the 
greater was the measured pupil achievement. The pre-
school education programs could look to the implications 
of this study and plan more inservice education. 
Zak (1971) studied pre-tenured teachers who were 
involved in an inservioe program in the North Shore area 
adjacent to Chicago. His findings concluded the following: 
1. There is no one best way. The inservice 
program should start where the pre-tenure 
teacher is and proceed from there. 
2. The implications for inservice are that if 
the teacher is to improve his classroom 
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performance, the change process will be an 
ongoing process. The teacher who grows will 
need to change his behavior, not once but 
again and again. Furthermore, the change 
process can only come from within. It 
requires deep, and almost total involvement 
of the teacher himself. 
Zak cites the following beliefs regarding evaluation: 
There is no objective way of determining the 
impact of the inservice program on the total 
staff, and if the program is in concert with 
the philosophical commitment of the school 
district. Facts or opinions in isolation have 
little meaning or little usefulness. Only when 
the isolated items are projected into some 
sort of framework will they begin to have value 
for understanding, describing, or dealing with 
problems. Such a framework should provide: 
1. A point of reference (Where is the program 
in relation to roles and goals?) 
2. Directions (What direction is necessary 
to reach the goals?) 
J. Future goals (What directions should the 
program take once the present goals have 
been realized?) 
Evaluation of the inservice program should 
provide honest, accurate, relevant, and specific items 
of information on a continuous basis. The appraisal 
should not only provide information on the adequacy of 
the product, but also provide feedback on the status of 
the many conditions that limit 
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outcomes of the inservice experiences. This broadening 
of the evaluative base, says Zak, requires the use of a 
variety of techniques. 
De Carlo and Cleland (1968) conducted a comp-
rehensive inservice project consisting of a one-week 
program before school opened, regularly scheduled 
consultant services during the first sixteen weeks of 
the year, and twice-monthly meetings with everyone 
involved. Twelve teachers and their classes participated, 
pupils coming from grades four, five and six in four 
adjoining school districts. Teachers were selected at 
random, one half for the treatment group and one half 
for the controls. 
Both groups were involved in the full week 
pre-opening of school inservice program which was held 
on a nearby college campus. The controls were involved 
in a children's literature course. The treatment group 
participated in workshops devoted to the functions of 
basal readers, vocabulary development, study skills, 
and content area reading skills. During the first 16 
weeks of school the treatment group received bi-weekly 
seminars dealing with specific areas of reading instruc-
tion. They also received consultant services and visits 
from De Carlo. The visitations were extended to both 
the treatment and control groups. 
Pupils were pretested and rated for socio-
economic status. No appreciable difference was noted 
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in their intelligence or socio-economic levels. The 
initial reading scores were significant in favor of the 
control group. At the end of the sixteen weeks the 
investigators gave post tests which included reading 
achievement, attitudes, and word analysis abilities for 
students and teacher attitude and behavior changes. 
No significant difference was found in pupil 
attitude and reading achievement scores between the 
two groups. Small gains were made in word analysis 
skills but the investigators did not report which 
group made the gains. 
They reported that the chief good coming from 
the study was in the realm of teacher growth. Evaluation 
of the twice monthly meetings and visitations, as well 
as personal observations by De Carlo, suggested several 
positive changes: 
A continuous inservice education program which 
is geared to the needs of teachers can develop 
some positive teacher attitudes toward competent 
reading supervision and toward attending more 
inservice meetings without financial reward or 
released time. The teachers effected changes 
freely and easily as they shared ideas and 
worked cooperatively in a permissive,sympathetic 
climate. 
The investigators say little about how the content of the 
inservice program was determined or what needs were 
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assessed. They frequently include such claims as their 
having geared the program to teachers' needs. 
Since there was no significant gain in pupil 
output measures, it hardly seems likely that evaluative 
data claiming effective improvements merit further 
consideration. Non-quantifiable data are frequently 
generated to justify the lack of quantifiable gains. 
Smith and Otto (1969) conducted courses to 
help high school teachers improve their reading. They 
hoped to also impress the teachers with the fact that 
reading instruction was a worthwhile activity in the 
secondary schools. The investigators used techniques 
on the teachers which were easily applicable to the 
classroom hoping the participants would use these 
methods with their students. 
The course consisted of seven two-hour sessions 
which met on consecutive Monday evenings. Nineteen 
secondary teachers volunteered for the course. Four 
of these were reading specialists who served as course 
instructors. The instructors made no mention of the 
possible classroom applications of the procedures they 
presented in the course. Pre-testing included a reading 
achievement test and a fourteen item attitude inventory. 
The attitude inventory and a second form of the reading 
test was administered as a post-test. 
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While the reading post-test scores were higher 
than the pre-test scores, there were no positive changes 
in teacher attitude toward reading instruction. Results 
of the attitude inventory indicated that the participants 
were now firmly convinced that reading instruction 
should be handled by trained specialists. 
An instrument was developed and administered 
which quarried the participants on their teaching 
strategies. Thirteen out of the 19 felt that they 
gained in competence. Eleven of these reported a 
willingness to include reading instruction in their 
regular teaching program. 
Smith and Otto's main objectives were to change 
teacher attitudes and increase their ability to teach 
reading in the content areas. They seem to have realized 
their objectives. The notion that specialists should 
teach reading was reinforced by this study. This was 
one of the undesireable side effects of their method. 
Schermer and Nevarre (1968) evaluated the 
effects of a summer remedial reading seminar for 10 
secondary teachers and 20 disabled readers. These teachers 
had little or no previous experience in teaching reading. 
All were volunteers and received their regular pay. 
The first week was devoted to the use of 
diagnostic instruments. The next five weeks found the 
teachers using the first morning hour for preparing 
their lessons with a tutorial group of 4 or 5 pupils. 
The last hour of the morning was used for evaluation 
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and planning. Afternoons were devoted to seminars, which 
engaged the teachers in professional reading, materials 
preparation, and planning. Actual teaching time was 
two hours each morning. 
After six weeks, an instructor-constructed test 
was given to the teachers to determine their growth in 
diagnosis and remediation of reading disability. This 
same test was used as a pre-test. The investigators 
also administered the Minnesota Teacher Attitude 
Inventory pre and post. Written evaluations were made 
including a rating of student attitudes toward reading. 
Pre and post tests were administered to pupils 
using the California Test of Personality and the Gray 
Oral Reading Test. A questionnaire about their attitude 
toward the program and reading in general was also given 
to tne students. 
The investigators reported a mean gain of .29 
years for junior high school pupils and .8 years for the 
senior high school students. Reading achievement scores 
and social relations of the students were inversely 
correlated suggesting a deterioration of pupil attitude 
accompanied reading achievement score gains. 
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No significant correlations were found between gains on 
the "Minnesota Teacher Attitude Inventory" and the 
informal test of knowledge of methodology. Nine out of 
ten teachers showed improvement on the informal test. 
More information is needed if any valid 
conclusions are to be drawn from this study. Weaknesses 
that underscore the questionable data in this report are 
inherent in these questions: 
1. Why was the Gray Oral Reading Test used? 
2. What were the expected outcomes? 
). Why were the students so vaguely described? 
4. Why didn't the study include a reading 
achievement test? 
The poor selection of measures cancelled out the 
strong points of the research design. The fact that 
teachers worked with pupils, and had daily planning time 
with preparation facilities available to them was an 
exceedingly sound approach to inservice training. It 
would seem that such a plan would produce student gains 
in reading achievement. Unfortunately, reading achievement 
was not measured. 
The Memphis State University Reading Center was 
the site for a four semester program. Groups of selected 
fourth grade and junior high school teachers met on school 
time, three hours a day, for ten weeks. Substitutes were 
provided for class coverage. Sawyer and Taylor ( 1968 ) 
who conducted this investigation, report that lectures, 
demonstrations and discussions of effective reading 
instruction were the substance of the program. The 
content was presented to the participants during the 
first two weeks. For the following eight weeks teachers 
were engaged in teaching activities with pupils from 
their own classes thus,giving the program a practicum 
aspect. 
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An objective evaluation was made by administering 
standardized tests to the students. Subjective evaluation 
by pre and post rating of the participants was also 
included. The investigators, as well as university 
consultants and building principals shared in the 
evaluation of the teachers. All evaluators agreed that 
the program produced desireable changes in the teachers. 
Students gained in reading achievement. This would seem 
to indicate that a practicum approach, using small 
groups or students, on released time can produce some 
positive results in both students and teachers. 
Slobodzian (1972) suggests formal courses toward 
an advanced degree as a possible inservice education 
vehicle. She says: 
To acquire the individual~s highest level of 
teaching effectiveness and to provide for 
changes in role, graduate study is necessary. 
What are the characteristics of the average 
graduate student seeking a master's degree in 
the field of reading? 
1. Generally, they have had some teaching 
experience and continue teaching as they 
take graduate work. 
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2. Some have been frustrated by their attempts 
to develop reading skills in groups or for 
specific individuals. 
). Others feel that they have something special 
to off er children or other teachers through 
assuming the role of reading specialist, 
supervisor, or consultant. 
4. Still others, unprepared, have already 
assumed a specialized role. 
Unfortunately our school systems do not all require 
masters degrees for continued certification or 
promotional credit. Reliance upon voluntary enrollment 
in programs of advanced studies would result in little 
instructional improvement because the majority of 
teachers are not inclined to pursue such courses of 
study. 
Diedrich (1973), in summarizing the research on 
teacher preparation and inservice training, stated that: 
An attempt to summarize research on the effects 
of the •teacher variable' on reading achievement 
is confounded by the lack of agreement on 
definitions. The teacher variable or •teacher 
effect• treated in the literature may refer to 
teacher preparation, performance, attitudes, or 
characteristics. For each of these dimensions 
there are many definitions. Teacher education, 
for example, may be treated as the academic 
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degree received, the number of reading courses 
taken, or the nature and extent of practice 
teaching. Many research reports do not 
acknowledge these complexities; the variables 
and their interactions are unspecified. 
In spite of these difficulties it was 
possible to relate many studies of teacher 
effects to three hypotheses: 
1. Reading achievement depends on the amount 
of teacher preparation. 
2. Reading achievement depends on the quality 
of teacher preparation. 
3. Reading achievement depends on certain 
teacher characteristics. 
He acknowledges that these hypotheses have not, as yet, 
been proven or disproven in the literature. He argues 
for the need to continue teacher preparation via the 
inservice route. He goes on to say: 
Because teacher training is a relatively easy 
variable to manipulate researchers have 
apparently assumed that by assessing the effects 
of a variety of training techniques on teacher 
behavior, the essential aspects of training will 
emerge •••• This has not been the result. Rather, 
a range of relationships has been shown to exist, 
but none of the behaviors investigated has been 
shown to be more desireable, appropriate, or 
necessary than any other. 
This statement substantiates the earlier reference to 
Scriven, who also feels that there are no validated 
process data to use in evaluating teaching. He summarizes 
this premise when he says: 
Because none of the studies have tried to 
investigate in what circumstances, with what 
teachers, and with what students any given 
teaching behavior may be most effectively 
applied, the relationships between teacher 
performance and student achievement in 
reading must be regarded as unknown. 
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Therefore it may be reasoned that the models 
presented in the literature, which deal with teacher 
effects and process variables, are not getting to the 
heart of the matter. Student achievement seems to be 
the one variable studied thus far which was not seriously 
affected by the manipulation of teacher variables. 
Inservice models that have emerged from the literature 
do not seem to offer much in the way of truly manipulat-
able variables which affect the single most important 
output measure in education today: student achievement. 
The principal evaluative component of this researcher's 
study will be concerned, therefore, with a measure of 
pupil performance. This investigation will focus on 
pupil test scores as a prime derivative of inservice 
activity. 
Tyler (1971) crystalizes much of the current 
research on inservice education. He feels that inservice 
education should concern itself with the development of 
skill mastery. He feels that teachers should master 
not only certain skills, but that they should also 
achieve a greater understanding of their local school 
community. They might thus develop greater sensitivity 
to the real expressed and implied needs of that 
community. 
He goes on to say that an effective program 
diagnoses teacher strengths and weaknesses through a 
process of self assessment guided by facilitators who 
possess consummate skills in collaborative interaction. 
In addition he insists that teachers be given enough 
time and other needed resources with which to assess 
their professional needs, and plan and carry out 
improvement activities. 
Bush (1971) indicates that it is also imperative 
that teachers' professional autonomy be respected in 
planning and implementing inservice activities. Needs, 
individualy determined, form the logical bases for more 
effective programs. He develops the rationale that 
demonstration teaching, when combined with supervised 
trials by the trainees followed by performance analysis, 
is the most efficient strategy for inservice program 
implementation. This point has been well taken in the 
view of the investigator, as she intends to use the 
demonstration lesson and performance analysis as the 
central activities in the inservice program she has 
designed for this research study. 
Jackson (1971) felt that the current approach to 
inservice education, which involves the remediation of 
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pre-existing defects and weaknesses, has enhanced or amp-
lified the negative ethos which has fostered one of the 
most feared conditions of contemporary man, the all-
pervasive threat of obsolescence. He postulates the 
reversal of this negative state by emphasizing a 
positive growth approach to inservice training. He 
feels a program which fosters greater sensitivity to 
the self-fulfillment needs of teachers, and does some-
thing about them, has a greater chance for success. He 
decries our search for one or two best ways to do things. 
Good inservice training, he says, provides multiple 
options. 
Thelen .(1971) suggests a cultural approach to 
the development of inservice procedures. He urges the 
use of group encounters. He feels that the intense 
personal involvement which provokes mutual support is 
what is needed to counteract the detachment and 
estrangement that occurs in the schools. He would have 
a fostering of teacher awareness of the world around 
us as a major consequence of inservice training. This, 
he says, leads to the acquisition of skills for 
transferring this knowledge to the classroom. It also 
should provide for the refinement of knowledge and 
attendant classroom procedures revitalizing profession-
alism within a given faculty. His guidelines are: 
1. Set standards of quality teaching 
2. Routinely determine whether or not 
standards are being achieved 
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3. Make it possible for teachers to recognize 
what is properly considered delinquent 
in their teaching performance 
4. Permit teachers to have time and other 
resources in an orderly process of self 
involving professionalism to improve. 
The views expressed by Tyler, Bush, Jackson, 
and Thelen seem to imply that a good inservice program 
should transcend the simplistic mechanics of teaching 
and become involved with the greater goals of self-
actualization, sensitivity to the community, and., in a 
larger sense, the world around us. The degree to which 
this becomes translated into more effective classroom 
performance becomes the ultimate criterion of value. 
Determination of standards of quality, the presentation 
of adequate models by means of demonstration lessons, 
provision of supervised trials in classroom settings, 
group oriented performance analysis by colleagues in a 
clinical supervisory setting, and follow-up by 
adjustments and. reassessments seem to be what these 
writers offer as a working plan for inservice education. 
This is the frame of reference from which this 
investigator has planned her own inservice program 
described in this study. The implementation of large 
group encounters with intense personal involvement, 
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the demonstration lesson with the teacher's own pupils, 
the dyadic encounters for supervised trials and 
assessment of performance with change strategies 
mutually evolved, all form an integral pa.rt of the model 
that constitutes the central issue of this study. 
This modus operandi, put into practice, is theoretically 
validated by the research. What remains is an empirical 
validation. This, then, is what the investigator 
proposes to do. 
r 
SUMMARY 
An analysis of the literature of teacher 
inservice education provides a set of criteria for 
effective practice. A single criterion taken in 
isolation, or paired with one or more criteria, or 
even chained criteria, would, no doubt, provide 
practitioners with elements with which to construct 
an inservice model. ~aking the comrnonali ties from \ 
this survey sample, we can construct a working mode~ 
The investigator will incorporate these elements into 
this program design. 
The research herein cited seems to have 
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generated the following program elements which can be 
construed as productive, in the areas of both, process 
and pupil output. In general, the large group workshop 
format was found effective when used as an ongoing 
effort.Direct supervision of the teachers involved, 
with careful attention to individual needs was found 
to be an effective working strategy. Moreover, expert 
demonstrations, preferably in field situations and 
under classroom conditions, reinforced the concepts 
presented at large group workshops. The critical 
dimension seems to be careful planning of the 
workshops and demonstrations at the local school level, 
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with full participation and input provided by the 
teachers being trained. This, as the literature suggests, 
means incorporating relevant topics having useful, 
timely information with practical materials, which 
are readily translatable into classroom use. 
The settings for such sessions are generally 
more effective on-site than at a university or resource 
center. It was found that natural teacher groupings 
also enhanced the acceptance of training practices. 
Grade level or subject area teacher groupings provided 
the best basis for organization of workshop groups. 
Released-time projects, which were conducted on school 
time or during paid vacation interludes, when participants 
were fully compensated, were judged to be most effect-
ive by the studies cited. 
Just as the ongoing program was found to be 
important, the formative evaluation component was found 
to be vital to well designed inservice programs. 
On-going evaluation, as a basis for program modification 
feedback, was assessed to be an integral part of good 
program design. 
Furthermore, the sharing of ideas and experiences 
by teachers with common interests and goals was thought 
to be another integral component of well devised 
inservice encounters. 
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Reading presented several specific needs as a 
field of study for inservice teachers. Diagnostic skills 
were revealed to be in considerable shortfall by 
several researchers and were posed as important items 
for inclusion in a well conceived r·eading inservice 
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program.(Ironically, the actual reading skills of the 
teachers'themselves were presented as deficiencies to 
be overcome by inservice education planners by more 
than one investigat~ 
The most valid measure of impact that inservice 
education has on teacher performance was professed to 
be student achievement. Effective inservice training 
should set quality standards and provide an on-going 
performance appraisal against these standards. It should 
have built in adjustments, which are reactive to 
assessment, so that strategies can be altered and 
energies and resources redirected. In this way, pupil 
achievement may show gains. 
These considerations have been the principal 
findings extracted from the professional literature 
surveyed herein. 
/ 
CHAPTER III 
RESEARCH DESIGN 
Subjects 
The children and their teachers were randomly 
selected from Title I schools serviced by the Language 
Arts Mobile Laboratory. The youngsters were drawn from 
IICD classes. The guidelines for the IICD program very 
clearly indicate pupil selection criteria to be used. 
The following passage taken from the IICD guidelines 
specifies these criteria: 
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Participants are chosen from kindergarten through 
grade 12. Selection is based on principal and 
teacher evaluation of the most recent standard-
ized test scores in reading, school-learning 
ability, and grade progress rec'ords. Title I 
pupils who have not been identified as EMH, 
learning disabled, socially maladjusted, gifted, 
or physically handicapped are considered 
eligible for this activity provided their reading 
achievement is 1.5 or more years below the 
expected achievement level based upon the number 
of years in school above kindergarten. 
The sample included no special education students, 
such as educable mentally handicapped, trainable mentally 
handicapped, learning disabled, socially maladjusted, 
gifted, or physically handicapped pupils. Pupil selection 
criteria limited the sample to students or normal 
intelligence. The students were taken from the third, 
fourth and fifth grade IICD classes, 180 of whom were 
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the treatment group, and 90 of whom were the control 
group. 
There were two levels of the experimental 
treatment: 
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1. children whose teachers received the large 
group presentation only were said to have 
received treatment one 
2. children whose teachers received the large 
group presentation as well as the demon-
stration lesson were considered to have 
received treatment two. 
The control group was selected from IICD classes in a 
school which did not receive the services of the 
Language Arts Mobile Laboratory. These children were 
considered to have received treatment three. 
Treatment one and treatment two constituted 
180 out of 510 or approximately 35% of the pupils served 
by the Language Arts Mobile Laboratory. The controls 
or treatment three included 90 out of 256 or approx-
imately 35% of the IICD pupils in the contributing 
school. According to Hays (1973) p 419-422, a sample 
of a given population in excess of 25% is adequate 
along any performance scale. 
b 
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Materials 
The children were selected for the IICD program 
on the basis of their city-wide reading test scores and 
teacher judgment. The investigator ad.ministered the 
Stanford. Achievement Test, Intermediate I, Reading Test, 
Forms W and X, as pre and post measures. 
Procedures 
Data were analyzed using the (JxJ) Factoral 
Multivariate Analysis of Variance on the differences 
between pre and post-test score means. The MANOVA should 
\ 
yield F ratios at or near the .05 level of significance 
if there was, indeed, any impact on the performance of 
students whose teachers received. the inservice program 
designed by the investigator. The achievement differences, 
if any, between students who received instruction from 
teachers who participated in the large group presentations 
and the demonstration lessons, and students whose teachers 
participated in the large group presentation only should 
indicate if there was any significant impact of the 
investigator's contribution to inservice design. 
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STATISTICAL DESIGN 
Dependent Variables: 
Subs cal es 
Vocabulary Scores ~ 
Comprehension Scores x2 
Total Reading Scores x3 
Independent Variable: 
Group - Intensive Inservice, Individual Class 
Demonstration Lessons, Control - 3 levels 
Grade Level - Third, Fourth and Fifth - 3 levels 
Controlled Factors: 
Teacher Variable - Eliminate (use of randomized 
rationale and literature) 
I.I.C.D. guidelines for program controls I.Q. and 
socio-economic status 
Ethnicity - All subjects Afro-American 
Treatment Groups - Six schools 
Control Group - One independent school 
Group (1!) 
Grade 
Level 
(A) 
3rd 
4th 
5th 
Treatment 1 
Intensive 
Inservice 
N~ 30 
N ~30 
N~30 
Treatment i 
Intensive 
Inservice + 
Demonstration 
Lessons 
N~30 
N~30 
N~30 
Treatment .l 
Control 
N 2: 30 
N> 30 
-
N230 
(3x3) Factoral Multivariate Analysis of Variance on the 
difference between pre to post scores for the criteria 
variables 
Run-on MA.NOVA 
--
CHAPTER IV 
RESULTS OF THE STUDY 
The need to improve the quality of inservice 
education posed the initial problem addressed by this 
study. The development of a model with which to effect 
improvement was the investigator's tentative solution 
to this problem. This study was implemented to gather 
data in an attempt to validate the model. 
Student reading achievement scores in vocabulary, 
comprehension, and total reading were gathered on pre 
and post-tests. A test on means comparing pre and post 
mean score differences in vocabulary, comprehension, 
and total reading was run on the Loyola University IBM 
360-65 computer. 
Test data for IICD students in grades three, 
four and five were transferred to punched cards. The 
cards were run with the Clyde, Multivariate Analysis 21. 
Variance£!!. Large Computers program developed by Dean J. 
Clyde in 1969 at Miami Florida. 
Since students were randomly assigned, using the 
table of rand.om numbers, from a population which had 
built in controls for socio-economic status, I.Q., and 
ethnic composition, the treatment groups were considered 
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homogeneous for these variables. Group 1 was made up ot 
students whose teachers received the large group 
inservice workshops only. Group 2 consisted of students 
whose teachers received the large group inservice 
workshop and the demonstration lessons. Group 3 was 
composed of students whose teachers received neither of 
these inservice procedures. Thus a JxJ multivariate 
design was implemented, generating the following 
analytic components. 
1. A single problem was proposed with two 
factors, grade levels and treatments, using 
three variables, grades three, four and 
five, on three input variables, treatment 1, 
treatment 2, and treatment J, giving the 
study nine cells. There were JO observations 
in each cell. The format of the data cards 
was ( JX, 211, lJX,JFJ.O ). 
2. A complete factoral, including mean score 
differences on pre to post testing and 
standard deviations, is presented in Tables 
1 and 2. This gives the study a complete 
factoral with no missing cells. 
3. Tests of roots yielded the following 
interaction criteria, which include F ratios, 
degrees of freedom of the hypothesis, 
r 
R = 
57 
degrees of freedom of error, probability 
and a Rao statistic. This latter is a 
statistic distributed approximately as 
the F statistic and is derived as follows 
according to 
1 -/\1/s 
I\ l/s 
Tatsuoka (1971) pp 80ff. 
ms- [p (k-1) /~ +1 
p(k-1) 
When/\ is Wilks lambda criterion 
m is N-1 - (p + k)/2 
p 2 (k-1) 2 -4 
s is 
p is number of variables used as 
criteria 
k is number of groups 
N is total number of individuals 
These criteria are presented in Tables 5, 6 
and 7, which indicate levels of significance derived 
from the multivariate and univariate tests. 
r 
TABLE I 
Means 
Vocabulary scores Pre to ~ Test Differences 
Grade 
Levels Treatment l Treatment 2 Treatment 3 
3 1.2800 .8100 .7400 
4 .5500 .9633 .9500 
5 .8633 .5900 .3567 
Comprehension Scores Pre to Post Test Differences 
3 
4 
5 
-.0067 
.4133 
.5367 
.6033 
.9933 
.9100 
.7333 
.6500 
.3033 
Total Reading Scores Pre to Post Test Differences 
3 
4 
5 
.6867 
.5000 
.6933 
.6933 
.9900 
.8000 
.7367 
.7967 
.3267 
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TABLE 2 
Standard Deviations 
Vocabulary Scores Pre to Post Test Differences 
Grade 
Levels Treatment 1 Treatment 2 Treatment 3 
3 .5898 .5248 .5858 
4 .4946 .2930 .4083 
5 .7898 .3986 .5217 
Comprehension Scores Pre to Post Test Differences 
3 
4 
5 
Total 
3 
4 
5 
.7051 
.4674 
• 5143 
.4590 
.3685 
.6461 
.4943 
.5063 
.4056 
Reading Scores Pre to Post Test Differences 
.5022 .3741 .4255 
.4194 .3033 .3662 
.5723 .4564 .3383 
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The within cells correlation of criteria with 
standard deviation on a diagonal adjusted for O covariates 
is presented in Table 3. 
Grade 
Levels 
3 
4 
5 
TABLE 3 
Within Cells Correlations of Criteria 
With Standard Deviation on a Diagonal 
Adjusted for 0 Covariates 
Vocabulary Comprehension Total Reading 
5.290 
0.220 
0.762 
5.147 
0.722 4.250 
Estimates adjusted for O covariates show the 
following contrasts for the two factors A, grade levels, 
and B, treatment groups in Table 4. 
TABLE 4 
Estimates Adjusted for 0 Covariates 
Contrast Vocabulary Comprehension Total Reading 
A 1 1.541 -1.2'/4 0.141 
2 0.319 1.148 0.707 
B 1 1.085 -2.563 -0.648 
2 -0.015 2.648 1.363 
AB 1 2.281 -1.937 o.459 
2 -1.319 -1.048 -1.48.5 
3 -3.796 -0.159 -1.974 
4 1.437 o.430 0.915 
r 
Test of Roots 
1 through 3 
2 through 3 
3 through 3 
TABµ; 5 
Tests of AB - Interaction 
Multivariate Tests ot Significance Using 
Wilks Lambda Criterion 
F D .F. H;!]2• D.F. Err. 
6.106 12.000 685.541 
5.411 6.ooo 631.988 
2.902 2.000 520.000 
Univariate F Tests 
Variable F Mean Square 
vocabulary 9.159 2.563 
Comprehension 7.338 1.964 
Total Reading Score 6.766 1.222 
P. less than R 
0.001* 0.369* 
0.001* 0.308* 
0.056 0.148 
P. Less than 
0.001* 
0.001* 
0.001* 
* significant 
°' ... 
~ 
r 
TABI.E 6 
Tests ot A - Grade Levels 
Multivariate Tests of Significance Using 
Wilks Lambda Criterion 
Test of Roots F 
9.830 
3.163 
D.F. Hyp. 
6.000 
2.000 
D.F. Err. P. less than 
-----
1 through 2 
2 through 2 
Variable 
Vocabulary 
Comprehension 
Total Reading 
518.000 
259.000 
Univariate F Tests 
F Mean Square 
9.539 2.659 
4.971 1.331 
3.089 0.558 
0.001* 
0.044* 
P. less than 
0.001* 
0.008* 
0.047* 
*significant 
R 
o.418* 
0.154* 
°' N 
......... 
TABLE 7 
Tests of B - Treatment Groups 
Multivariate Tests of Significance Using 
Wilks Lambda Criterion 
Test of Roots 
1 through 2 
2 through 2 
.E 
;.459 
2.930 
Variable 
Vocabulary 
Comprehension 
Total Heading 
D.F. Hyp. 
6.ooo 
2.000 
D.F. Err. 
518.000 
259.000 
Univariate F Tests 
F Mean Sguares 
3.736 1.046 
22.842 6.11.5 
6.949 1.255 
P. less than 
* 0.001 
0.055 
P. less than 
0.025* 
0.001 * 
0.001 * 
*significant 
R 
0.309 
0.149 
* 
°' \,.,.) 
~ 
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Wilks' lambda (/\) criterion is used in 
multivariate analysis the same way the F is used in 
univariate analysis. He proposed that since A and B 
are matrices, we cannot think of a ratio A/B as in 
univariate analysis. Hence his criterion, 
l A l 
= 
----
I\ 
' A+B \ 
is applied in Clyde's computer program used in this 
study as a test of the null hypothesis. This is stated 
by Kshirsagar (1972). 
Following the hypothesis of the study this 
investigation is primarily concerned with root tests 
one through two for A and B, and one through three for 
AB. These data are inclusive. Since the multivariate 
tests of significance using Wilks' lambda criterion 
indicated that the null hypothesis could be rejected, it 
will be assumed that there is a significant difference 
between the treatment groups and grade levels, which 
warrants the rejection of the null hypothesis. 
However, the interaction AB is also significant, this 
warrants further analysis. Univariate F tests and graphs 
displaying the interaction were completed. 
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Table 6 presents tests of significance for grade 
levels. The univariate F tests of A, grade levels, 
indicate significance on the vocabulary pre to post 
differences only. In tests of B, treatment groups, shown 
in Table 7, the univariate F tests of treatment groups 
show significance for comprehension and total reading 
score differences. Table 5, showing tests of interaction, 
presents univariate F tests which produced significance 
for vocabulary, comprehension, and total reading scores. 
The multivariate analysis of variance produced 
an intricate set of AB interactions. These interactions 
tend to confound the main effects, making it possible to 
accept the null hypothesis in some instances and to 
reject it in others. 
Graphing the interactions can be helpful in 
analyzing these data. The results are presented in Graphs 
1, 2 and 3. In analyzing the interactions generated by 
the multivariate analysis of variance the following 
observations emerge. 
The vocabulary mean differences indicate that 
treatment 1 was more effective for the third grade than 
it was for grades four or five. Treatment 2, while not 
as effective at the third grade level as treatment 1, was 
r 
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most effective for the fourth grade. Treatment 3 was not 
as effective as treatment 1 or 2 for the third grade, 
but was more effective than treatment 1 for the fourth 
grade and slightly less effective than treatment 2. It 
was least significant for grade five. 
The comprehension mean differences showed a 
loss for treatment 1 at the third grade level and was 
leas significant than treatments 2 or 3 for the fourth 
grade. For the fifth grade it was more significant 
than treatment 3, but not as significant as treatment 2. 
Treatment 2 was less significant at the third grade than 
treatment 3, but exceeded treatments 1 and 3 at the 
fourth and fifth grades. Treatment 3 showed the most 
gain at the third grade and less than treatment 2 at 
grade four, but more than treatment 1. It was the least 
significant of all at the fifth grade level. 
The total reading mean differences showed 
approximately the same gains for treatment 1 and 2 
with treatment 3 showing the greatest gain for the 
third grade sample. Treatment 2 showed the greatest 
gain for grade four, with treatment 3 showing more 
gain than treatment 1. Treatment 2 showed greatest 
gains at grade five with treatment 1 showing more 
gain than 3. 
Value of Mean 
Differences 
1.4 
1.3 
1.2 
1.1 
1.0 
0.9 
o.8 
0.7 
o.6 
0.5 
0.4 
0.3 
0.2 
0.1 
o.o 
-.1 
A = Grade 
Levels 
GRAPH 1 
Vocabulary Scores Pre to 
Post Test Differences 
Al 
Third 
A2 
Fourth 
A3 
Fifth 
B = Treatment 
- B1 = Large group inservice 
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--- B2= Large group inservice + demonstration lesson 
----B3= Control group 
GRAPH 2 
Comprehension Scores Pre to 
Post Test Differences 
Value of Mean 
Differences 
1.4 
1.3 
1.2 
1.1 
1.0 
0.9 
o.a 
0.7 
0.6 
0.5 
0.4 
0.3 
0.2 
0.1 
o.o 
-.1 
A = Grade 
Levels Al Third 
B = Treatment 
A2 
Fourth 
B1= Large group inservice 
A3 
Fifth 
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--- B2= Large group inservice + demonstration lesson 
---B3= Control group 
GRAPH 3 
Total Reading Scores Pre to 
Post Test Differences 
Value of Mean 
Differences 
1.4 
1.3 
1.2 
1.1 
1.0 
0.9 
o.8 
0.7 
o.6 
0.5 
0.4 
0.3 
0.2 
0.1 
o.o 
-.1 
A = Grade 
Levels Al Third 
B = Treatment 
A2 
Fourth 
- B1 = Large group ins ervic e 
A3 
Fifth 
--- B2= Large group inservice + demonstration lesson 
---B3= Control group 
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• 
Source of 
Variance 
Between 
Groups 
Within 
Groups. 
Total 
Source of 
Variance 
Between 
Groups 
Within 
Groups 
Total 
··' 
TABLE 8 
Analysis of Variance for Third Grade 
Vocabulary Differences 
Sum of Nean 
Squares D.F. Square 
1.8 2 0.9 
27.94 87 0.3211 
70 
F-ratio 
** 2.8024 
29. 74 89 ** not significant 
TABLE 9 
Analysis of Variance for Fourth Grade 
.Vocabulary Differences 
Sum of Mean 
Squares D.F. Square 
78.96 2 39.48 
14.419 87 0.1657 
F-ratio 
238.212 * 
93.379 89 -~significant 
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TABLE 10 
Analysis of variance for Fifth Grade 
Vocabulary Differences 
Source of Sum of Mean 
Variance Squares D.F. Square F-ratio 
Between 
1.8226 ** Groups 1.283 2 o.6414 
within 
Groups 30.618 87 0.3.519 
** not significant Total 31.901 89 
TABLE 11 
Analysis of Variance for Third Grade 
Comprehension Differences 
Source of Sum of Mean 
Variance Squares D.F. Square F-ratio 
Between 
* Groups 2.997 2 1.4986 4.724 
~Vi thin 
Groups 27.600 87 0.3172 
* significant Total 30.597 89 
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TABLE 12 
Analysis of Variance for Fourth Grade 
Comprehension Differences 
Source of Sum of Mean 
Variance Squares D.F. Square F-ratio 
Between 
* Groups 16.246 2 8.1228 39.935 
Within 
Groups 17.699 87 0.2034 
33.945 89 * significant Total 
TABLE 13 
Analysis of Variance for Fifth Grade 
Comprehension Differences 
Source of Sum of Mean 
variance Squares D.F. Square F-ratio 
Between 
* Groups 1.874 2 0.9372 3.323 
Within 
Groups 24.539 87 0.2820 
Total 26.413 89 
i~ 
significant 
r 
I 
I 
Source of 
Variance 
Between 
Groups 
within 
Groups 
Total 
Source of 
Variance 
Between 
Groups 
Within 
Groups 
Total 
TABLE 14 
Analysis of Variance for Third Grade 
Total Reading Differences 
Sum of Mean 
Squares D.F. Square 
0.013 2 0.0065 
16.599 87 0.1908 
~~.;} 
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F-ratio 
0.0340** 
16.729 89 not significant 
TABLE 15 
Analysis of Variance for Fourth Grade 
Total Reading Differences 
Sum of Mean 
Squares D.F. Square F-ratio 
1.219 2 0.6092 4.5564* 
11.635 87 0.1337 
12.854 89 * significant 
r 
Source of 
Variance 
Between 
Groups 
Within 
Groups 
Total 
TABLE 16 
Analysis of Variance for Fifth Grade 
Total Heading Differences 
Sum of r•:ean 
Squares D.F. Square 
1.229 2 0.6145 
18.827 87 0.2164 
74 
F-ratio 
2.8396** 
20.056 89 .~t.* not significant 
r 
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These interactions are not conclusive. It might 
be inferred that treatment 2 was slightly more 
effective than treatment 1 or 3 at the fourth and fifth 
grade levels for reading comprehension and total 
reading. 
As shown in Graphs 1, 2 and 3, treatments 2 and 
3 act in a similar manner for all three test variables. 
For the comprehension and total reading score differences 
treatments 2 and 3 are noticeably alike. However, 
treatment 1 varies for each of the three tests. 
Because of the interaction effects produced in 
the multivariate analysis of variance, as shown in 
Graphs 1, 2 and 3, a one way analysis of variance was 
performed for each of the nine cells in the multivariate 
analysis to determine significance. 
The one way analysis of variance for vocabulary 
differences shown in Tables 8, 9 and 10 indicates 
significance for the fourth grade pupil and fails to 
show significance for the third and fifth grade student's 
scores. 
The analysis of variance for the comprehension 
scores show significance for all three grades in Tables 
11, 12 and 13. The total reading score differences 
produced F ratios significant for the fourth grade, but 
r 
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not so tor the third and fifth grad.es as indicated in 
Tables 14, 15 and 16. 
The hypothesis that there will qe no significant 
difference between the three treatments for the three 
grade levels in the vocabulary, comprehension and total 
reading scores was tested. The graphing of interaction 
displayed the fact that treatment 2 was slightly better 
than treatment 1 or J. Treatment 2 and treatment J 
reacted alike. Treatment 1 reacted differently for the 
test variables and grade levels. 
The analysis or variance indicated that the null 
hypothesis can be rejected for fourth grade vocabulary 
scores, third, fourth and fifth grade comprehension 
scores, and fourth grade total reading scores. It also 
showed that the null hypothesis can be accepted for the 
third and fifth grade vocabulary scores and the third 
and fifth grade total reading scores. 
The implications of these findings and 
recommendations for further research are discussed in 
the next chapter. 
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CHAPTER V 
CONCLUSIONS 
This investigation was conducted to validate an 
inservice education model. The general notion that reading 
instruction can be improved by inservice education 
programs was accepted ! priori. The specific notion of 
the inclusion of an individualized demonstration lesson 
was tested for validity through an assessment of pupil 
performance in vocabulary, comprehension and total 
reading. A standardized test was employed in a pre and 
post test control group design. Third, fourth and fifth 
grade pupils were randomly selected from a population 
of students enrolled in Title I programs for this purpose. 
The consistency of programming, which is inherent 
in IICD guidelines, was a feature not in most inservioe 
efforts. The structure built into the inservice design, 
which led teachers through a sequence of skills to be 
taught, may not be present in other programs either. 
Just how much these factors affected the performance of 
pupils cannot be estimated at this point. The data 
generated by this study do, however, point to the fact 
that there was some feature of the inservice program 
design which was significant enough to reject the null 
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hypothesis. 
The literature on inservice education indicated 
that large group workshop presentations have, in some 
instances, produced positive results on teacher attitudes 
toward their subjects and, even toward their students. 
Studies by De Carlo and Cleland (1968), Johnson (1971), 
Roberson (1969), Sawyer and Taylor (1968), Seefeldt (1971) 
and Smith and Otto (1969) give such evidence. 
The investigator could not find much mention of 
improved measures of reading ability as being attributable 
to any inservice education programs per !.!• Whether this 
attribution is feasible is open to question because of 
the multitude of influences operating in any given 
teaching-learning environment. 
It remains to be proven whether any procedure 
performed with classroom teachers has a direct relation-
ship to student achievement. This study does not pretend 
to claim any such relationship as a consequence of the 
investigator's program design. From the analysis of pupil 
performance measures contained herein, it can be stated 
that given the specific elements of the· millieu in which 
the study was made, at the time of the .investigation, 
some significant differences in the pupils' reading scores 
occurred. 
The question of exportability for this model 
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needs validation. If replication under different 
circumstances is productive of improved reading 
achievement, then there might be some validity to the 
notion that this is an exportable modelr The unique 
characteristic of this model is the individualization 
of teacher inservice training procedures. The demonstration 
lesson is just one approach to such individualization. 
Teacher competence, as well as student 
achievement, ~ight be sensitive to a shift in emphasis. 
Greater attention to the specific needs of a classroom 
teacher might generate the renewal of faith that often 
dwindles in the day to day transactions of the classroom. 
This focus on the individual teacher as a person, and 
not as an anonymous member of the great pedagogical 
lumpenproletariat, could conceivably be the key element 
in the design. 
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IMPLICATIONS 
This investigation was conducted to validate an 
inservice education model in reading. The multivariate 
and univariate analysis presented in Chapter IV 
yielded tests of significance which pointed to the 
rejection of the null hypothesis for some aspects of 
this model and the acceptance of the null hypothesis 
for other aspects. This null hypothesis states that 
there will be no significant difference among the 
three treatments for the three grade levels in 
vocabulary, comprehension and total reading scores. 
The complex interactions shown do not lend them-
selves to simple cause to effect analysis. Certain 
factors do, however, emerge from the investigator's 
experience with this model which may explain some of 
the findings. These seem to be inherent in the condition 
of teacher's prior training and experience, the 
structure of ESEA programs, and staffing patterns. 
The multivariate tests of significance using 
the Wilks lambda criterion showed significance for 
grade levels, treatment groups and interaction. The 
univariate F tests showed significance for all three 
groups of variables also. Because the interaction of 
r 
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grade levels on treatment groups_yielded significant 
Rao statistics and probabiliti~s, further st~tistical 
analysis was done to isolate emerging patte::rns. 
Treatment 1, the large group inservice workshop, 
did not yield significant gains in comprehension or total 
reading scores as indicated by the mean score differences. 
It did, however affect performance Qn the vocabulary 
tests, particularly for grade three. It was erratic for 
all three test variables. 
Graphs 1, 2 and 3 indicate that treatment 2, 
the large group inservice workshop and the demonstration 
lesson, was more consistent than treatment 1 and showed 
greater gains than treatment 3, the control group. This 
justified the rejection of the null hypothesis. 
These findings for treatment 2 are consistent 
with statements cited from the literature of inservice 
education by Bush (1971), Jackson (1971), and Tyler (1971), 
which set forth the rationale for the demonstration 
lessons. The notions of teaching by demonstration, 
holding teachers to skill mastery as an inservice 
education objective, and provision of multiple options 
came from these authorities. 
Since the grade vocabulary scores were most 
positively affected by treatment 1, we might postulate 
that third grade teachers were better prepared to teach 
r 
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word attack skills and word meanings. It would seem 
that these primary teachers brought a greater degree of 
skill to the teaching-learning process than the 
investigator initially assumed. Remedial materials, as 
well as remedial courses in reading, seem to stress 
vocabulary concepts. This emphasis may be reflected in 
the teaching performance of third grade teachers and, 
hence, in pupil performance measures. 
The one-way analysis of variance on the nine 
cells generated F scores which justified acceptance of 
the null hypothesis, in some instances, and rejection 
in others. 
The analysis of variance yielded significant 
F ratios for comprehension at all three grade levels. 
Since treatment 2, the large group inservice workshop 
and the demonstration lesson, was shown to be 
significant for grades four and five it would seem that 
this treatment had some affect upon pupil performance 
in comprehension at these grade levels. 
Since the intermediate grade teachers requested 
intensive inservice work in comprehension, it would 
seem that the investigator's placement of emphasis on 
comprehension at grades four and five was well founded. 
Since this was done in response to an expressed need, it 
can be proposed as a possible causative factor in the 
r 
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prod.uction of improved pupil output measures. It also 
points to the possibility that inservice content should 
be directed toward the solution of problems posed by the 
teachers in training. This may, indeed, show a linkage 
between a good needs assessment and a successful 
product, providing the product is designed to fulfill 
genuine needs. The control group also showed gains in 
comprehension, thus substantiating the notion that 
intermediate teachers are emphasizing this aspect of 
reading. 
r 
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RECOMMENDATIONS FOR FURTHER RESEARCH 
Further testing is required for extending the use 
of the investigator's model to other subjects and grade 
(\' 
levels. This study involved'-J;eachers who were primarily 
generalists who taught all subjects for their grade 
--·-----~- -.. 
assignment. This could be a variable in generalizing 
this inservice education model. 
•] ., 
· Reading achievement tests for older children 
which test a broader spectrum of skills need to be 
developed so that primary reading skills can be shown 
for the intermediate and upper grade child. This would 
provide a more accurate assessment. 
The investigator's model might be appropriate 
for individualized pre-service teacher training plans 
such as the performance and competency based systems. 
An argument for such application could be advanced. 
Finally, ~nservice education program designers 
need to know more about the variables in the teaching-
learning process. It would be helpful to know which 
variables are most sensitive to manipulation in terms 
of increasing pupil output measures._}3roadening of the 
___.../ 
research context in this arena should yield useful 
information and inservice education could better zero 
in on maximizing student output through teacher input. 
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NEEDS ASSESSMENT 
To determine what curricular areas needed 
coverage a needs assessment was done with participating 
teachers. The basis for this assessment was an outline 
of skills to be taught in reading. Teachers selected 
topics from this outline several weeks before they 
planned to teach the selected skill to their pupils. 
This topic was incorporated into the large group 
seminar and the demonstration lessons serving as a 
guide to individualization. 
I. Perceptual skills training 
A. Basic seeing skills, similarities, differences 
B. Configuration, figural, numeral 
c. Visual screening, telebinocular tests 
D. Visual discrimination - Frostig, Develop-
mental Test of Visual Perception 
E. Auditory discrimination - Wepman, Auditory 
Discrimination Test 
II. Phonetic skills review 
A. Sounds, consonants, vowels, blends 
B. Coding, decoding skills 
III. Oral skill enhancement 
A. Listening skills 
B. Speaking skills 
IV. Development of reading comprehension 
A. Main ideas 
B. Supporting details 
c. Organization - sequence 
D. Vocabulary 
V. Dynamics of reading rate 
A. Skimming, scanning, summarizing 
B. Phrase reading 
C. Pacing, pacers 
D. Efficiency 
VI. Reading capacity 
A. Following directions 
B. Reference skills 
C. Interpretive skills 
D. Appreciation 
VII. Interpretation of data 
A. Test results 
B. Teacher assessments 
c. School records 
D. Medical evaluation 
E. Psychologists findings 
F. Social workers findings 
G. Interviews 
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VIII. Implementation 
A. Scheduling 
B. Evaluation, on-going, periodic 
C. Program modification 
D. Individualization 
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GENERAL OBJECTIVES AND SPECIFIC SKILLS 
The basic curriculum of the inservice program 
presented in this study for treatments 1 and 2 was 
derived from an analysis of the scope and sequences 
inherent in many of the more widely used basal and 
supplemental reading series. The specific remedial and 
corrective reading needs for each individual school 
were incorporated into a supervisory strategy designed 
to train teachers in optimal use of available resources. 
A general statement of objectives and a listing of 
specific skills and teaching objectives is appended 
hereto. 
General Objectives 
1. To familiarize teachers with the nature of the child 
in terms of current developmental psychology stres-
sing motivation. 
2. To familiarize teachers with the nature of the child 
in terms of current learning theory. 
3. To familiarize teachers with the human perceptual 
process in terms of current physiological knowledge 
stressing the visual process. 
4. To familiarize teachers with the nature and structure 
r 
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of intellect in terms of current research findings. 
5. To familiarize teachers with the factors which en-
hance the teaching-learning process in terms of 
current research in pupil-teacher interaction. 
6. To stimulate alternative teaching styles by 
demonstrating the use of a variety of teaching 
strategies and media. 
7. To promote greater classroom control by showing a 
variety of techniques to keep students profitably 
busy. 
8. To develop a repertoire of activities to keep a 
fine edge on pupil interest. 
9. To develop lessons in sensory perception to enhance 
youngsters perceptual skills, stressing non-visual 
components of the sensorum. 
10. To develop figure discrimination lessons to increase 
pupil powers of figure discrimination. 
11. To develop lessons in color perception to enhance 
children's ability to recognize and use color. 
12. To develop lessons in direction stressing the left-
right orientation. 
13. To develop lessons in direction stressing the up-
down orientation. 
14. To develop lessons in direction stressing the 
oblique orientation. 
r 
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15. To develop lessons in direction stressing the use of 
ordinal sequence. 
16. To develop lessons in the language of instruction 
stre~sing following directions. 
17. To develop lessons in letter recognition stressing 
the lower-case alphabet. 
18. To develop lessons in letter recognition stressing 
the upper-case alphabet. 
19. To develop lessons in sound recognition stressing 
the initial consonants. 
20. To develop lessons in sound recognition stressing 
final consonants. 
21. To develop lessons in sound recognition stressing 
consonant blends. 
22. To develop lessons in sound recognition stressing 
initial vowel sounds. 
23. To develop lessons in sound recognition stressing 
medial vowels. 
24. To develop lessons in sound recognition stressing 
vowel blends or dipthongs. 
25. To develop lessons in using sound recognition 
skills as a key to unlocking new words. 
26. To develop lessons in word recognition using the 
basic sight vocabulary, look-say method. 
27. To develop lessons in vocabulary enrichment. 
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28. To develop lessons in comprehension of sentences. 
29. To develop lessons in the comprehension of para-
graphs. 
30. To develop lessons in comprehension stressing the 
recognition of main ideas. 
31. To develop lessons in comprehension stressing the 
recognition of supporting details. 
32. To develop lessons in comprehension stressing 
recapitulation skills. 
33. To develop lessons in comprehension stressing the 
building of a sight vocabulary in the content 
fields. 
34. To teach teachers how to introduce the use of 
information retrieval systems. 
35. To develop lessons in comprehension stressing 
reference skills. 
36. To develop lessons in word attack skills stressing 
syllabication. 
37. To develop lessons in word attack skills stressing 
dictionary re-spellings. 
38. To develop lessons in reading efficiency by 
stressing eye movement using a tachistoscope with 
words, phrases and sentences. 
39. To develop lessons in reading efficiency by 
stressing pre-viewing and skimming skills. 
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40. To develop lessons in reading discrimination by 
stressing values. 
41. To develop lessons in oral reading stressing voice, 
rhythm and expression. 
42. To develop lessons in the use of reading as a 
means to a fuller life. 
43. To develop lessons in the enhancement of the self-
image. 
-
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SKILLS AND OBJECTIVES 
To establish behavioral objectives for the 
demonstration lessons given to treatment 2 teachers, 
a list of skills and objectives to be taught was taken 
from Otto and Smith (1970). These statements follow 
the scope and sequence of most basal reading materials. 
The demonstration lessons were designed from this out-
line which was used as a guide. Adjustments were made 
to the needs of each teacher and student. 
I. Word Attack 
A. Listens for rhyming elements 
1. Words 
Objective: The child is able to tell when 
(1) two words pronounced by the teacher 
and/or (2) the names of two objects do and 
do not rhyme. 
2. Phrases and verses 
Objective: The child is able to pick out the 
rhyming words in traditional verses and 
nonsense verses read by the teacher. 
3. Notices likenesses and differences 
a. Pictures (shapes) 
Objective: The child is able to match key 
shapes with shapes that are identical in 
r 
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terms of form and orientation. 
b. Letters and numbers 
Objective: The child is able to pick the 
letter's upper or lower case, or number 
in a series that is identical to a key 
number or letter. 
c. Words and phrases 
Objective: The child is able to pick the 
word or phrase in a series that is 
identical to a key word or phrase. 
4. Distinguishes colors 
Objective: The child is able to identify 
colors named by the teacher. 
5. Listens for initial consonant sounds 
Objective: Given two common words pronounced 
by the teacher, the child is able to tell 
when the words do and do not begin alike. 
B. Has a sight word vocabulary of 50-100 words 
Objective: Given a maximum three-second exposure 
per word, the child is able to recognize 92 
preprimer and primer level words selected from 
the Dolch Basic Sight Vocabulary List of 220 
words. 
C. Follows left-to-right sequence 
Objective: The child reacts to number, letter, 
------
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or word stimuli in a left-to-right sequence. 
D. Has phonic analysis skills 
1. Consonant sounds 
a. Beginning 
Objective: Given two common words pro-
nounced by the teacher, the child is 
able to tell when the words begin alike. 
Objective: Given a real or nonsense word 
pronounced by the teacher, the child is 
able to give the letter that makes the 
initial sound. 
Objective: Given a word pronounced by the 
teacher, the child is able to give another 
word beginning with the same sound. 
b. Ending 
Objective: Given two common words 
pronounced by the teacher the child is able 
to tell whether the words do and do not 
end alike. 
Objective: Given a word pronounced by the 
teacher the child is able to give the 
letter that makes the ending sound. 
c. Consonant blends 
Objective: When directed to listen for the 
first two sounds in a real or nonsense 
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word pronounced by the teacher, the child 
is able to (1) identify words that begin 
with the same two sound and (2) identify 
the two letters that make the initial 
sounds. 
Objective: The child is able to pronounce 
real and nonsense words that begin with 
the consonant blends. 
2. Rhyming elements 
Objective: Given a word pronounced by the 
teacher the child is able to give a rhyming 
word. 
3. Short vowels 
Objective: The child is able to give the 
sound and letter name of the vowel in single 
syllable words with a single short vowel 
sound. 
4. Simple consonant digraphs 
Objective: The child is able to identify 
simple two-consonant combination that result 
in a single new sound. 
E. Has structural analysis skills 
1. Compound words 
Objective: The child is able to identify 
r 
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compound words and to specify the elements 
of a compound word. 
2. Contractions 
Objective: The child is able to identify 
simple contractions. 
3. Base words and endings 
Objective: The child is able to identify the 
root word in known inflected words. 
4. Plurals 
Objective: The child is able to tell when 
known words are singular or plural. 
5. Possessive form 
Objective: The child is able to identify the 
possessive forms of nouns in context. 
F. Has a·sight word vocabulary of 100-170 words 
Objective: Given a maximum two-second exposure 
per word the child is able to recognize 133 
preprimer, primer and first grade words selected 
from the Dolch Basic-Sight Vocabulary List of 
220 words. 
G. Has phonic analysis skills 
1. Consonants and their variant sounds 
Objective: The child recognizes the variant 
sounds of s,c and g, and can match words that 
have similar sounds. 
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2. Consonant blends 
Objective: When directed to listen for the 
first two sounds in a word pronounced by 
the teacher the child is able to (1) 
identify words that begin with the same two 
sounds and (2) identify the two letters that 
make the initial sounds. 
Objective: The child is able to pronounce 
nonsense words and real words that contain 
the following blends: st,sk,sm,sp,sw and sn. 
3. Vowel sounds 
(a.) Long vowel sounds 
Objective: The child is able to pro-
nounce real words and nonsense words with 
a single long vowel sound and to 
identify the vowel heard. 
Objective: The child is able to 
designate the letter that makes the 
single vowel sound in a word and 
indicate whether the sound is long 
or short. 
(b.) Diphthongs 
Objective: The child is able to identify 
and pronounce two vowels that have a 
single sound. 
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4. Vowel rules 
(a.) Short vowel generalization 
Objective: Given a real or nonsense word 
that has a single vowel and a final 
consonant, the child gives the vowel 
its short sound except with exceptions 
known as sight words. 
(b.) Silent e rule 
Objective: Given a real or nonsense word 
that has two vowels, one of which is a 
final e separated from the first vowel 
by a consonant the child first attempts 
pronunciation by making the initial 
vowel long and the final vowel silent 
except with exceptions known as sight 
words. 
(c.) Two vowels together 
Objective: Given a real or nonsense 
word that has two consecutive vowels, 
the child first attempts pronunciation 
by making the first vowel long and the 
second vowel silent except when the 
two vowels are known diphthongs or 
when the word is a known exception. 
(d.) Final vowel 
_________________ _..-~-~·.,·-·-·· 
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Objective: Given a real or nonsense word 
in which the only vowel is at the end, 
the child gives the vowel its long 
sound. 
5. Has structural analysis skills 
(a.) Base words with prefixes and suffixes 
Objective: The child demonstrates his 
understanding of how base (root) words 
are modified by prefixes and suffixes 
by adding appropriate affixes to root 
words in context. 
(b.) More difficult plural forms 
Objective: The child is able to select 
singular and plural forms of words. 
6. Distinguishes among homonyms, synonyms and 
antonyms 
(a.) Homonyms 
Objective: The child is able to choose 
between homonyms, given a sentence 
context. 
(b.) Synonyms and antonyms 
Objective: The child is able to tell 
when the words in a pair have the same, 
opposite or simply different meanings. 
7. Has independent and varied word attack skills 
r 
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Objective: In both self-directed and teacher-
directed reading the child uses a variety of 
skills in attacking unknown words. 
8. Chooses appropriate meaning of multiple-
meaning words 
Objective: Given a multiple-meaning word in 
varied contexts, the child is able to choose 
the meaning appropriate to the context. 
II. Vocabulary 
A. Has a sight word vocabulary of 170-240 words 
Objective: Given a maximum one-second exposure 
per word, .the child is able to recognize all of 
of the words on the Dolch Basic Sight Vocabulary 
List of 220 words. 
B. Has phonic analysis skills 
1. Three-letter consonant blends 
Objective: The child is able to identify the 
common three-consonant blends in real and 
nonsense words pronounced by the teacher. 
2. Simple principles of silent letters 
Objective: The child demonstrates his know-
ledge of silent letters by correctly pro-
nouncing words with silent letters. 
Objective: The child is able to pick out the 
r ,.. 
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silent letters in words. 
c. Has structural analysis skills 
1. Syllabication 
Objective: The child demonstrates his 
ability to apply syllabication general-
ization by dividing given words into 
single vowel sound units. 
2. Accent 
Objective: The child is able to indicate 
the accented part in known two-syllable 
words. 
Objective: The child shifts the accent in 
words in view of context. 
3. Possessive form 
Objective: The child is able to identify 
nouns and pronouns, in context, that 
denote ownership. 
III. Comprehension 
A. Develops listening skills 
1. Has attention and concentration span suit-
able for his age 
Objective: The child is able to demonstrate 
active participation in classroom listening 
situation. 
2. Is able to remember details 
-"' ,,.,,_, ________________ _ 
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Objective: The child is able to remember 
sufficient details from an oral presentation. 
3. Increases vocabulary through listening 
Objective: The child begins to use new words 
learned in school in his own spoken language. 
B. Can relate details to one another to construct 
story 
Objective: The child is able to relate details 
to one another to make a story. 
C. Anticipates outcome of stories 
Objective: Given a picture of an event, the child 
is able to select an appropriate outcome from two 
pictured choices. 
Objective: Given the facts essential for the 
beginning of a story line, the child is able to 
project relevant outcomes. 
D. Interprets pictures critically 
Objective: The child is able to point out in-
congruities in pictures and to pick out pictures 
with incongruous details. 
E. Can identify main characters in a story 
Objective: The child is able to name and describe 
up to four main characters in a story told by 
the teacher. 
r 
--
F. Uses picture and context clues 
Objective: The child is able to use picture 
clues in drawing conclusions and answering 
questions. 
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G. Is able to gain meaning from printed symbols 
1. Words 
Objective: The child demonstrates his under-
standing of individual words in connected 
text by responding correctly to specific 
questions with a single-word focus. 
2. Sentences 
Objective: The child demonstrates his under-
standing of specific sentences by specific 
questions regarding the literal content of 
single sentences. 
3. Whole selections 
Objective:· The child demonstrates his under-
standing of a coherent passage of connected 
text by responding correctly to questions 
regarding literal meaning and appropriately 
to questions regarding implied meaning. 
H. Uses punctuation as a guide to meaning 
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Objective: The child demonstrates his attention 
to punctuation at the ends of sentences and 
puctuation of dialogue through his oral reading 
of familiar sentences. 
I. Is able to gain meaning from printed or written 
material 
1. Words 
Objective: The child demonstrates his under-
standing of individual words in connected 
text by responding correctly to specific 
questions with a single-word focus. 
2. Sentences 
Objective: The child demonstrates his under-
standing of specific sentences by responding 
correctly to specific questions regarding the 
literal context of single sentences. 
3. Paragraphs 
Objective: The child demonstrates his under-
standing of paragraphs in responding 
correctly to questions regarding the literal 
meaning and appropriately to questions 
regarding the implied meaning of whole para-
graphs. 
4. Whole selections 
Objective: The child demonstrates his under-
r 
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standing of a coherent passage of connected 
text by responding correct1y to questions 
regarding literal meaning, and implied 
meaning. 
J. Reads in meaningful phrases 
Objective: In any oral reading situation the 
child reads familiar material with phrasing 
appropriate to logical units of thought. 
K. Is able to gain meaning from printed or written 
material 
1. Words 
Objective: The child demonstrates his under-
standing of individual words in connected 
text by responding correctly to specific 
questions with a specific word focus. 
2. Sentences 
Objective: The child demonstrates his under-
standing of specific sentences by responding 
correctly to specific questions regarding 
the literal content of sentences. 
3. Paragraphs 
(a.) Main idea stated 
Objective: The child demonstrates his 
understanding of paragraphs by responding 
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correctly to questions regarding the 
literal meaning and the implied meaning 
of whole paragraphs. 
(b.) Main ideas implicit but not stated 
Objective: Given a paragraph in which 
a main idea is implicit but not stated, 
the child is able to synthesize and 
state an appropriate main idea. 
(c.) Whole selections 
Objective: The child demonstrates his 
understanding of a coherent passage of 
connected text by responding correctly 
to questions regarding literal meaning 
and appropriately to questions regarding 
implied meaning. 
L. Reads for sequence of events 
Objective: Having read a narrative account, a 
child is able to recall the sequence of events 
in the narrative. 
Objective: Given scrambled presentation of six 
events with an implicit narrative order, the 
child is able to place the events in an 
appropriate time sequence. 
M. Gains additional skills in use of puctuation as 
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a guide to meaning 
Objective: The child demonstrates his attention 
to punctuation through his oral reading of 
familiar passages. 
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84 2.3 
85 1.3 
86 4.1 
87 2.2 
88 3.8 
89 1.9 
90 3.0 
PRE AND POST READING TEST SCORES 
TREATMENT III - THIRD GRADE 
S::I t:d) s:: t:d) S::I 
0 S::I 0 S::I 0 
·r-f ·r-1 ·r-1 ·r-1 ·r-1 
0) re !>, t7l re >, Q) t7l Q) 
s:t as H +> s:: +> as +> HO S::I (.) Q) .µ Cl>.µ 
"' t7l Q) t7l a> m a3 S::I Cl> S::I 
.cl co i:r:: m r-1 Q) .cl Cl> i:r:: Q) r-1 Q) .cl Q) 
Q) Q) Q) ::s .µ Q) .µ .µ ::S H Cl> H 
H +> r-1 .µ ,.o I HI r-1 I ,.0 Q) H Cl> Pi I as I as+> Pi+> as+> as ct-t Pie+-! s Q) .µ Q) (.) t7l am .µ 0) (.) c+-t s c+-t OH OH {;~ 00 00 0 or-f 8~ Oflt E-i flt Oflt E-i flt >A 
1.9 1.9 2.6 2.7 2.7 +0.7 +0.8 
2.1 2.0 2.0 2.6 2.3 +0.2 +0.5 
2.0 1.7 2.9 3.6 3.3 +1.5 +1.6 
2.1 2.5 2.3 1.9 2.1 +0.5 -0.2 
1.7 1.8 3.0 2.3 2.7 +l.1 +0.6 
1.9 2.3 3.2 2.2 2.7 +0.6 +0.3 
1.9 2.1 3.3 2.6 3.0 +1.1 +0.7 
1.9 1.9 3.2 2.8 3.0 +1.3 +0.9 
1.9 2.1 2.9 2.7 2.8 +0.6 +0.8 
1.9 1.6 2.9 2.7 2.8 +1.6 +0.8 
3.0 3.6 4.3 3.7 4.0 +0.2 +0.7 
2.8 2.5 3.1 3.0 3.1 +0.9 +0.2 
2.7 3.3 2.1 2.3 2.2 -1.7 -0.4 
2.0 2.0 2.7 2.3 2.5 +0.8 +0.3 
2.8 2.9 2.9 2.6 2.8 -0.1 -0.2 
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t:d) 
S::I 
·r-1 
re a> 
a3 (.) 
Q) S::I i:r:: Q) 
H r-1 
r-1 Cl> 0 
Cl3 c+-t 0 
.µ c+-t 
.cl 
0 •r-f (.) 
E-iA rn 
+0.8 G 
+0.3 G 
+1.6 G 
+0.4 G 
+0.9 G 
+0.4 G 
+0.9 G 
+1.1 G 
+0.7 G 
+1.2 G 
+0.4 G 
+0.6 G 
-0.1 G 
+0.5 G 
-0.1 G 
~ 
"' +;, +;, r-t Ol 
s::: ~ Q) Q) ,0 +;, 
rO a.1 I 
::i 0 Q) 
+;, ~ /14. rn 
91 3.0 
92 2.7 
93 1.9 
94 2.6 
95 3.0 
96 2.0 
97 3.1 
98 1.9 
99 2.0 
100 3.0 
101 2.3 
102 2.7 
103 2.0 
104 2.3 
105 1.9 
PRE AND POST READING TEST SCORES 
TREATMENT I - FOURTH GRADE 
i:: ~ s::: ~ s::: 
0 .~ 0 s::: 0 
·.-4 ·.-4 ·.-4 ·.-4 
Ill rO :;., tO rd :;., Q) ID Q) 
s::: 
"' 
M+;, s::: +;, 
"' +;, M o s::: () Q) +;, Q) +;, 
"' Cll Q) O'l Q) Ol ~al ~i ,q m p:; Cll r-t Cl) ,q Q) p:; Q) 
Q) Cl) Cl) ~+;, Cl) +;, +;, ;j M G> S.. M+;, r-t +;, ,o I M I r-t I ,0 Q) M a> 
Pt I cd I ca +;, Pt+;, a.1 +;, ca t+-4 Ptt+-4 a Cl) +;, Cl) 0 O'l a m +;, ID () t+-4 s t+-4 OM OM ~~ 00 00 ~~ 8~ OP. E-i Pi OP-4 E-i Pi 
2.8 2.9 3.4 3.2 3.3 +0.4 +0.4 
2.6 2.7 3.0 2.8 2.9 +0.3 +0.2 
2.3 2.1 3.1 3.1 3.1 +1.2 +0.8 
2.3 2.5 2.8 3.2 3.0 +0.2 +0.9 
2.8 2.9 3.0 2.9 3.0 +O.O +0.1 
1.9 2.0 3.0 2.0 2.5 +1.0 +0.1 
2.0 2.6 2.9 2.3 2.6 -0.2 +0.3 
1.9 1.9 2.6 2.2 2.4 +0.7 +0.3 
2.3 2.2 4.3 2.4 3.4 +2.3 +0.4 
3.1 3.1 3.1 2.8 3.0 +O.l -0.3 
1.9 2.1 2.9 3.1 3.0 +0.6 +1.2 
2.3 2.5 2.9 2.2 2.6 +0.2 -0.l 
1.9 2.0 2.9 2.7 2.8 +0.9 +0.8 
2.0 2.2 3.5 2.3 2.9 +1.2 +0.3 
1.9 1.9 2.6 2.3 2.5 +0.7 +0.4 
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~ 
s::: 
-.-4 
rO Q) 
"' 0 CD S::: p:; Q) 
M r-t 
r-t Q) 0 
"'ft.I 0 +;, t+-4 ,q 
~~ 0 rn 
+0.4 E 
+0.2 E 
+1.0 E 
+0.5 D 
+0.1 D 
+0.5 D 
+o.o D 
+0.5 B 
+1.2 B 
-0.1 A 
+0.9 F 
+0.1 D 
+0.8 D 
+0.7 A 
+0.6 A 
i:: 
as+> 
+> r-1 Ol 
s::1 :::s Q) 
Cl> ,CT> 
'd as I 
~ 0 Q) 
+> ~.t: rn 
106 2.6 
107 2.7 
108 3.1 
109 2.5 
110 2.6 
111 2.6 
112 2.1 
113 2.7 
114 2.7 
115 2.1 
116 2.0 
117 2.9 
118 2.7 
119 2.6 
120 3.2 
PRE AND POST READING TEST SCORES 
TREATMENT I - FOURTH GRADE 
s::t ~ s::1 ~ s:: 
0 s:: 0 .~ 0 ..... ..... ..... 
'" I'll 'd ::-, I'll 'd ::-, Q) Ol Q) 
s::t QS ~+> s:: +> as+> ~o s:: 0 
Q) +> Q) +> QS Ol Q) I'll G> m 
"' s::1 Q) ~ 
.ci I'll ~m r-1 CD .C1 Q) ~ Q) r-1 Cl> ~~ Q) Q) CD ::s +> Q) +> +> ::s ~ ~+> r-1 +> ,c I ~· r-1 I ,c Q) ~ Q) p., I QS I "'+> Pi+> as+> QS CH PICH El Q) +> Cl> 0 Ol a m +> Ul o CH El CH 
8.t: OH ~i. 00 00 0 ·r-1 0 ·r-1 E-i P-t OP.. E-t P-t >A OA 
3.0 2.8 3.5 3.9 3.7 +0.9 +0.9 
3.2 3.0 3.8 3.8 3.8 +1.1 +0.6 
1.8 2.5 4.2 3.5 3.9 +1.1 +1.7 
2.5 2.5 3.8 3.2 3.5 +1.3 +0.7 
2.3 2.5 3.3 2.7 3.0 +0.7 +0.4 
1.9 2.3 3.0 2.7 2.9 +0.4 +0.8 
2 .. 2 2.2 3.5 2.7 3.1 +1.4 +0.5 
2.2 2.5 3.3 2.9 3.1 +0.6 +0.7 
2.9 2.8 4.1 3.6 3.9 +1.4 +0.7 
1.8 2.0 3.2 3.1 3.2 +1.1 +l.3 
2~7 2.4 3.5 2.8 3.2 +1.5 +O.l 
2.5 2.7 3.8 3.6 3.7 +0.9 +1.1 
2.8 2.8 3.7 3.4 3.6 +1.0 +0.6 
3.1 2.9 3.5 3.8 3.7 +0.7 +0.7 
2.7 3.0 3.8 4.2 4.0 +0.6 +1.5 
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~ 
s::1 
·r-1 
'd Q) 
QS 0 
Q) ~ ~~ r-1 
r-1 CD 0 
GS CH 0 
+> CH .ci 
0 .r-f () 
E-tA rn 
+0.9 c 
+0.8 A 
+1.4 F 
+1.0 B 
+0.5 F 
+0.6 A 
+0.9 c 
+0.6 B 
+1.1 D 
+1.2 B 
+0.8 A 
+1.0 F 
+0.8 0 
+0.8 D 
+1.0 B 
~ 
H 
as+=> 
.p r-t IJ) 
s::I ::s Cl> Q) ,0 .p 
rO as I 
::s C.> Q) 
.p ~ /;4. tll 
121 2.9 
122 3.2 
123 2.9 
124 2.7 
125 3.3 
126 2.6 
127 2.7 
128 2.6 
129 2.6 
130 2.3 
131 2.5 
132 3.3 
133 3.5 
134 3.3 
135 2.1 
PRE AND :POST READING TEST SCORES 
TREATMENT II - FOURTH GRADE 
s:::I tlO s::I tlO s:::I 
0 s::I 0 s::I 0 
·r-1 ·r-1 ·r-1 ·r-1 or-I 
m rO ~ Cll rO ~ Q) m a> 
~ .p as H .p s::I .p as+=> H o s:::I () Q) .p as rn Q) Cl) a> m as s:: Q) s:::I 
.Q 11) ~ 11) r-t Q) .Q Q) p:; Q) r-t Q) .Q Q) 
Q) Q) Q) ,5~ Q) .p .p ::S H G> J-4 H .p r-i .p Ml r-i I ,0 Q) M a> 
Pl I as I as+=> Pl.P as+=> as c:i-t Pie:+-! s Q) .p Q) om Sm +:> m Oc:+-1 Sc:+-t 
0'"4 OH 00 00 00 ~~ 8~ OP.. E-t ,::i.. >P.. OP.. E-t p.. 
2.1 2.5 3.8 3.4 3.6 +0.9 +1.3 
1.9 2.6 4.1 4.2 4.2 +0.9 +1.3 
2.0 2.5 3.3 3.2 3.3 +0.4 +l.2 
2.5 2.6 3.5 3.1 3.3 +0.8 +0.6 
2.6 3.0 4.1 4.0 4.1 +0.8 +1.4 
2.1 2.4 3.5 2.9 3.2 +0.9 +0.8 
2.0 2.3 3.3 3.0 3.2 +0.8 +l.O 
2.1 2.4 3.3 2.7 3.0 +0.1 +0.6 
2.1 2.4 3.5 3.7 3.6 +0.9 +1.6 
2.2 2.3 3.7 3.9 3.8 +1.4 +1.7 
3.8 3.2 3.6 4.6 4.1 +1.1 +0.8 
2.8 3.1 3.8 3.7 3.8 +0.5 +0.9 
3.4 3.5 4.1 4.0 4.1 +0.6 +0.6 
3.2 3.3 4.4 4.5 4.5 +1.1 +1.3 
1.9 2.0 3.3 2.8 3.1 +1.2 +0.9 
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~ 
s::I 
•r-1 
rO Q) 
as e.> 
Q) s:::I p:; Q) 
M r-t 
r-t Q) 0 
as c:i-t 0 
.p IH 
.Q 
0 or-I C.> 
E-tA tll 
+1.1 E 
+1.6 c 
+0.8 D 
+0.7 B 
+l.l F 
+0.8 A 
+0.9 c 
+0.6 c 
+1.2 D 
+1.5 c 
+0.9 E 
+0.1 B 
+0.6 A 
+1.2 A 
+1.1 F 
~ 
S-t 
a1 .p 
.p r-i IQ 
i;:: ;:$ Q) 
Q) ,O.P 
"Cl cG I 
;:$ () Q) 
.p ~~ (/) 
136 2.9 
137 3.3 
138 2.3 
139 2.6 
140 3.5 
141 2.9 
142 2.7 
143 2.6 
144 3.3 
145 2.6 
146 3.1 
147 2.3 
148 3.0 
149 2.3 
150 2.3 
PRE AND POST READING TEST SCORES 
TREATMENT II - FOURTH GRADE 
i::: !¥) i::: !¥) i::: 
0 i::: 0 i::: 0 
•r-4 -M -M -M ·r-4 
m "Cl ~ C1.l "Cl ~Cl> Ol Cl> 
i::: 
"' 
S-t .p $::l .P "'.p S-t 0 i;:: 0 
Cl> .p Cl> .p 
"' Ol 
Cl> OJ Cl> rn 
"' i::: Cl> i::: ,.q CIJ ~ Ol r-i Q) ,.q Cl> ~ Q) r-i Cl> ,.q Q) 
Cl> Q) Q) ;:$ .p Q) .p .p ;:$ S-t Cl> S-t S-t .p r-i .p ,o I HI r-i I ,0 Cl> S-t Cl> 
Pl I a1 I 
"' .p P,..P "'.p aPH P..Cf..f S CD .p CD 0 l1l El CIJ .p CIJ oct-t Sct-t 
0 S-t 0 S-t 00 00 00 0-M 8iS OP-! E-i Pi >P-t OP-! E-i Pi > A 
2.8 2.9 3.8 3.7 3.8 +0.9 +0.9 
2.8 3.1 4.1 3.0 3.6 +0.8 +0.2 
2.0 2.2 3.9 3.6 3.8 +1.6 +1.6 
2.3 2.5 3.9 3.1 3.5 +1.3 +0.8 
2.8 3.2 5.1 4.0 4.6 +1.6 +1.2 
2.8 2.9 3.9 3.6 3.8 +l.O +0.8 
2.0 2.4 3.4 3.0 3.2 +0.7 +l.O 
2.2 2.4 3.8 3.6 3.7 +1.2 +1.4 
2.6 3.0 3.9 3.1 3.5 +0.6 +0.5 
2.2 2.4 3.5 3.2 3.4 +0.9 +1.0 
3.1 3.1 4.1 4.0 4.1 +l.O +0.9 
2.9 2.6 3.5 3.7 3.6 +1.2 +0.8 
2.6 2.8 3.8 3.1 3.5 +0.8 +0.5 
2.0 2.2 3.5 3.4 3.5 +l. 2 +1.4 
2.3 2.3 3.4 3.1 3.3 +1.1 +0.8 
130 
!¥) 
Q 
·r-4 
"Cl Cl> 
"' 0 Q) Q 
p:l Q) 
S-t r-i 
r-i CD 0 
"' (f..f 0 .p ,.q 
O•r-4 () 
E-iA (/) 
+0.9 A 
+0.5 F 
+1.6 D 
+1.0 D 
+1.4 c 
+0.9 E 
+0.8 B 
+1.3 B 
+0.5 B 
+1.0 c 
+l.O A 
+1.0 F 
+0.7 F 
+l.3 D 
+l.O E 
~ 
J.i 
a3 .p 
.p r-1 Cll 
s:; ;::$ Cl> 
Cl> ,O.P 
'd a3 I 
~ () Cl> 
.p OH 
rt.l > Pi 
151 2.3 
152 2.9 
153 3.1 
154 2.5 
155 2.6 
156 2.9 
157 1.9 
158 2.7 
159 4.3 
160 4.1 
161 4.5 
162 3.5 
163 3.6 
164 2.6 
165 3.8 
PRE AND POST READING TEST SCORES 
TREATMENT III - FOURTH GRADE 
s:; ~ s:; ~ Q 
0 s:; 0 s:; 0 
or-I ·ri ·ri ·ri ·ri 
Ol 'd ~ Ol 'd ~<I> Ol <I> 
s .p a3 J.i .p Q.P as .P J.i o s:; () <I> .p as rn Cl> CJ) Cl> Ol as s:; Cl> s:; 
..Cl Ol ~ Cll r-1 Cl> ..Cl Cl> ~ Cl> r-1 Cl> ..Cl Cl> 
<I> Cl> Cl> ~ .p Cl> .p .p ~ J.i <I> H 
H.P r-1.P ,o I HI r-11 ,0 <I> H <I> 
Pl I a3 I as .P Pl.P as .P a3 CH PICH El Cl> .p Cl> () Cll El Cll .p Cll o CH El CH OH OH 00 00 00 O•ri 0 ·ri 
0 Pi E-l Pi > Pi 0 Pi E-l Pi >A oA 
2.0 2.2 3.1 2.7 2.9 +0.4 +0.1 
2.5 2.7 4.1 4.0 4.1 +1.2 +1.5 
2.0 2.6 3.4 3.1 3.3 +0.3 +1.3 
2.5 2.5 3.6 3.9 3.8 +1.1 +1.4 
2.2 2.4 3.9 3.1 3.5 +1.3 +0.9 
2.9 2.9 4.1 3.9 4.0 +1.2 +l.O 
2.2 2.1 3.4 3.0 3.2 +1.5 +0.8 
2.3 2.5 3.1 2.8 3.0 +0.4 +0.5 
2.3 3.3 5.1 5.6 5.4 +0.8 +3.3 
2.6 3.4 4.9 3.6 4.8 +0.8 +l.O 
3.9 3.7 4.8 5.3 5.1 +0.3 +1.4 
2.9 3.2 3.8 4.6 4.2 +0.3 +1.7 
2.5 3.1 3.9 3.4 3.7 +0.3 +0.9 
2.0 2.3 3.1 3.0 3.1 +0.5 +1.0 
3.9 3.9 4.2 4.7 4.5 +0.4 +0.8 
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~ 
s:; 
·ri 
'd <I> 
as o 
Cl> s:; 
ix: Cl> 
J.i r-1 
r-1 Cl> 0 
as CH 0 
.PCH ..Cl 
O·ri () 
E-l A rt.l 
+0.7 G 
+1.4 G 
+0.1 G 
+1.3 G 
+1.1 G 
+1.1 G 
+1.1 G 
+0.5 G 
+2.1 G 
+1.4 G 
+1.4 G 
+l.O G 
+0.6 G 
+0.8 G 
+0.6 G 
132 
PRE AND PO ST READING TEST SCORES 
TREATMENT III - FOURTH GRADE 
-----~--
s:: tw.) s:: tw.) s:l tw.) 
0 s:l 0 s:l 0 s:l 
..... ..... ..... . .... ..... ..... 
>a CD 'd >a CD 'd >a Q) Ul Q) 'd Q) 
J.4 s:l cG J.4.P s:: .p cG .p J..t e> s:l C) as o 
cG .p Q).p Q) .p cG CIJ Cl) Ul Cl) Ol cG s:l Q) s:= Cl) ~ 
+> ...-ll'n ..Q OJ ~ Ul r-1 Cl) ..Q Q) ~ Cl) r-1 Q) ..Q Q) p:: Cl) s:: ::s Q) Q) Q) Q) ::s .p Q) .p .p ::S J.4 a> J.t J..t r-1 
Cl) ,O.P J..t.P ...-1.P ,o I J.41 r-1 I ,0 Q) J.4 a> r-1 Q) 0 
'd as I Pt I cG I cG .p Pt+> cG .p cG <H PtlH cG IH 0 
::s (,) Q) a Q) .p Q) C) Ul a m .Pm (,) <H a<H .P<H .s::= 
.p oJ..t OH OH 00 00 00 0 ..... 8 iS O-r-1 (,) u.i >P... Olli E-i Pi > p... Olli E-i Pi >A E-i A u.i 
166 3.7 2.6 3.3 4.1 4.2 4.2 +0.4 +1.6 +0.9 G 
167 3.7 2.9 3.3 4.1 3.4 3.8 +0.4 +0.5 +0.5 G 
168 3.8 2.7 3.3 3.9 2.8 3.4 +0.1 +O.l +0.1 G 
169 3.6 3.0 3.3 3.5 3.1 3.3 -0.l +0.1 +O.O G 
170 3.7 2.4 3.1 3.9 2.5 3.2 +0.2 +0.1 +O.l G 
171 2.5 2.5 2.5 3.1 3.0 3.1 +0.6 +0.5 +0.6 G 
172 3.7 2.7 3.2 3.9 2.8 3.4 +0.2 +0.1 +0.2 G 
173 2.5 1.9 2.2 3.6 2.3 3.0 +1.1 +0.4 +0.8 G 
174 3.6 2.3 3.0 3.9 3.0 3.5 +0.3 +0.7 +0.5 G 
175 3.6 2.5 3.1 4.7 3.8 4.3 +1.1 +1.3 +1.2 G 
176 3.2 2.2 2.7 3.8 3.1 3.5 +0.6 +0.9 +0.8 G 
177 2.3 2.3 2.3 2.8 2.9 2.9 +0.5 +0.6 +0.6 G 
178 3.1 2.3 2.7 3.4 3.4 3.4 +0.5 +1.1 +0.7 G 
179 3.6 2.2 2.9 4.1 3.1 3.6 +0.5 +0.9 +0.7 G 
180 3.3 1.9 2.6 3.8 2.1 3.1 +0.5 +0.2 +0.5 G 
t: 
"' +> +> .-t m 
s:: ::s Q) Q) ,O+> 
'Cl aS I 
::s 0 Q) 
+> OJ..t 
tll > P-t 
181 3.3 
182 3.8 
183 3.8 
184 3.1 
185 3.7 
186 3.2 
187 2.6 
188 2.5 
189 2.1 
190 3.1 
191 3.7 
192 3.1 
193 2.1 
194 2.3 
195 2.5 
PRE AND POST READING TEST SCORES 
TREATMENT I - FIFTH GRADE 
s:: ~ s:: ~ s:: 0 s:: 0 s:I 0 
-rt •r-1 ·r-1 ·r-1 ·r-1 
Cl) 'Cl ~ rn 'Cl ~ Q) CQ Q) 
s:: 
"' 
J..t +> s::: +> "'+> J..to s:: 0 Cl> +> Cl>+> as m Cl> rn a> m as s::: Q) s::: 
.Cl m P:: m .-1 Q) .Cl Cl> p:: Q) .-1 Q) .Cl Q) Q) Q) Q) ::s +> Q) +> +> ::s J..t a> J..t J..t+> .-1 +> ,o I J..t I .-t I ,0 Q) J..t Q) p. I a3 I as+> P.+> "'+> 
"' 1\-i P.1\-i El Q) +> Q) o m Sm +> m 0 1\-i s 1\-i OM 0 J..t 00 00 00 0 ·r-1 0 ·r-1 OP-t E-1 P-t >P-t OP-t 8 P-t >A oA 
3.0 3.2 3.8 3.1 3.5 +0.5 +0.1 
2.6 3.2 4.6 3.4 4.0 +0.8 +0.8 
2.2 3.0 4.0 2.7 3.4 +0.2 +0.5 
2.1 2.6 3.4 3.0 3.2 +0.3 +0.9 
3.1 3.4 3.8 3.9 3.9 +0.1 +0.8 
2.0 2.6 3.1 2.7 2.8 -0.1 +0.5 
2.1 2.4 2.8 3.9 3.4 +0.2 +1.8 
2.1 2.3 2.9 2.8 2.9 +0.4 +0.7 
2.3 2.2 4.6 4.2 4.4 +2.5 +1.9 
3.0 3.1 5.1 4.3 4.7 +2.1 +1.3 
3.8 3.8 4.9 3.9 4.4 +1.2 +0.1 
3.4 3.3 4.3 3.4 3.9 +1.2 +O.O 
2.0 2.1 2.7 2.3 2.5 +0.6 +0.3 
1.8 2.1 2.4 2.3 2.4 +0.1 +0.5 
1.8 2.2 3.6 3.2 3.4 +1.1 +1.4 
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s:: 
·r-1 
'Cl Q) 
"' 0 Q) s:: p:: Q) 
J..t .-1 
.-1 Q) 0 
"' 1\-i 0 +> 1\-i .Cl 
0 ·r-1 () 8A tll 
+0.3 c 
+0.8 A 
+0.4 A 
+0.6 A 
+0.5 E 
+0.2 E 
+l.O c 
+0.6 c 
+2.2 c 
+l. 6 F 
+0.6 F 
+0.6 F 
+0.4 F 
+0.3 B 
+1.2 B 
s::I 
0 
..... 
>a CD 
M ~ .µ "'.µ 
.µ r-4 Ol .ci Ol 
~ ;::$ Q) Q) Q) ,c.µ M .µ 
"d m I Pl I 
:;j 0 Q) a Cl> 
.µ ~~ OM r1l OP-I 
196 2.5 1.8 
197 3.2 2.0 
198 3.7 2.8 
199 2.3 1.9 
200 2.9 2.4 
201 2.1 2.0 
202 3.2 2.1 
203 3.1 2.5 
204 3.0 2.4 
205 2.5 2.0 
206 3.5 2.9 
207 3.1 3.0 
208 3.6 3.4 
209 3.5 3.2 
210 3.0 2.7 
PRE AND POST READING TEST SCORES 
TREATMENT I - FIFTH GRADE 
~ s::I ~ s::I 
~ 0 .~ 0 ·r-1 •r-1 
"d ~ CD "d ~Q) CD Q) 
"' 
H .µ s:: .µ Q3.µ MO s::I 0 
Q) .µ 
"' Ol 
Q) Ol Q) Ol 
"' s::I Q) s::I ~ f12 r-4 Q) .ci Q) ~ Q) r-4 Q) .Cl Q) 
Q) ~ .µ Q) .µ .µ :;j M G> M 
r-4.µ ,c I HI r-41 ,c Q) H G> 
at I Q.1.µ Pl.µ 
"' .µ "'<H PICH .µ Q) 0 Ol El Ul .µ Ol OCH a <H 
OM ~~ 00 00 ~~ 0 ·r-1 E-l Pi OP-I E-l Pi oA 
2.2 2.8 2.9 2.9 +0.3 +1.1 
2.6 3.7 3.2 3.5 +0.5 +1.2 
3.3 3.9 3.4 3.7 +0.2 +0.6 
2.1 3.3 2.5 2.9 +l.O +0.6 
2.7 3.6 3.1 3.4 +0.7 +0.7 
2.1 3.6 2.9 3.3 +1.5 +0.9 
2.7 4.1 3.0 3.6 +0.9 +0.9 
2.8 3.7 3.6 3.7 +0.6 +1.1 
2.7 4.1 3.0 3.6 +l.l +0.6 
2.3 3.2 3.0 3.1 +0.7 +l.O 
3.3 4.1 2.8 3.5 +0.6 -0.1 
3.1 3.2 3.3 3.3 +O.l +0.3 
3.5 4.7 3.4 4.1 +1.1 +O.O 
3.4 4.3 4.0 4.2 +0.8 +0.8 
2.9 3.9 3.4 3.7 +0.9 +0.7 
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~ 
s::I 
..... 
"d Q) 
as e> 
Q) s:1 
~ Q) 
M r-4 
r-4 Q) 0 
GS CH 0 
.µCH 
.ci 
O•r-1 C) 
E-lA r1l 
+0.7 B 
+0.9 B 
+0.4 c 
+0.8 c 
+0.7 D 
+1.2 D 
+0.9 E 
+0.9 E 
+0.9 E 
+0.8 D 
+0.2 D 
+0.2 D 
+0.6 c 
+0.8 c 
+0.8 A 
t' 
as .P 
.p r-i Ol 
~ :::s Q) Q) ,0 .p 
'd as I ~ 0 Q) ~~ ti) 
211 3.5 
212 3.1 
213 3.6 
214 3.5 
215 3.0 
216 2.6 
217 2.8 
218 2.9 
219 2.7 
220 3.1 
221 2.9 
222 2.3 
223 2.1 
224 3.0 
225 3.3 
PRE AND POST READING TEST SCORES 
TREATMENT II - FIFTH GRADE 
Q tll) Q tll) s:: 0 s:: 0 ~ 0 
·n ·n 
'" 
·n ·n I'll 'd ~ Ol 'd ~Q) I'll Q) 
~ as H.P ~ .p as .P HO ~o Q) .p Q) .p as m Q) Ol Q) I'll as s:i Q) i 
.c: I'll ~ Ol r-i Q) .q Q) ~ Q) r-i Q) ~J.t Q) Q) Q) :::s .p Q) .p .p :::SH H.P r-i .p ,o I HI r-i I ,0 Q) H <I> 
Pt I as I as .P Pt.P aS .p as 'H Pt'H a a> .p Q) 0 Ol El I'll .p Ol O'H El'H 8~ OH 00 00 00 O·n 8~ E-f p.. t> p.. OP.. E-f p.. t>A 
2.9 3.2 4.1 2.8 3.5 +0.6 -0.1 
3.0 3.1 4.5 4.0 4.3 +1.4 +l.O 
3.4 3.5 4.6 3.4 4.1 +1.0 +O.O 
3.2 3.4 4.3 4.0 4.2 +0.8 +0.8 
2.7 2.9 3.9 3.4 3.7 +0.9 +0.7 
1.8 2.2 3.2 3.0 3.1 +0.6 +1.2 
2.1 2.5 4.3 3.7 4.0 +1.5 +1.6 
3.1 3.0 3.8 3.4 3.6 +0.9 +0.3 
2.6 2.7 3.8 3.1 3.5 +1.1 +0.5 
2.9 3.0 3.6 3.8 3.7 +0.5 +0.9 
3.2 3.1 3.8 3.1 3.5 +0.9 -0.1 
2.8 2.6 3.5 2.8 3.2 +1.2 +O.O 
2.8 2.5 3.3 2.9 3.1 +1.2 +O.l 
3.1 3.1 3.7 3.6 3.7 +0.7 +0.5 
2.7 3.0 4.1 3.4 3.3 +0.8 +0.4 
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tll) 
~ 
'" 'd Q) as o 
Q) ~ 
~ Q) 
H r-i 
r-1 Q) 0 
as 'H 0 
.P(f...i .c: 
~~ 0 ti) 
+0.3 c 
+1.2 c 
+0.6 D 
+0.8 F 
+0.8 E 
+0.9 c 
+1.5 A 
+0.6 B 
+0.8 B 
+0.7 c 
+0.4 A 
+0.6 A 
+0.6 D 
+0.6 E 
+0.3 E 
~ H 
as+> 
.p r-1 ID 
s:I :::s Q) Q) ,Q .p 
oO as I 
:::s () Q) 
.p ~~ tll 
226 2.9 
227 2.7 
228 3.5 
229 4.6 
230 2.6 
231 2.5 
232 3.5 
233 3.5 
234 3.2 
235 2.9 
236 3.3 
237 3.6 
238 2.9 
239 3.5 
240 3.6 
PRE AND POST READING TEST SCORES 
TREATMENT II - FIFTH GRADE 
s:: '¥> s:: '¥) s:: 
0 s:: 0 s:I 0 
·r-t ·r-t .,-t ·n ·n 
m oO ~ Cf.l oO l>i Q) m a> 
s:l as H .p s:I .p as+> H o s:l () Q) .p Q) .p as m a> m G> m as s:: ~~ ..s::i Cll it: tll r-1 Q) ..s::i Q) it: Q) r-1 Q) Q) Q) Q) :::s .p (I) .p .p :::SH a> H 
H +> r-1 .p ,o I HI r-1 I ,Q Cl> H <I> 
Pi I as I as+> P...P as+> QPH P..Cf-1 s Q) .p Cl> o m a w .p l1l () Cf-I a Cf-I 
8~ OH 00 00 00 O·n O·n E-t P-1 > P-1 OP-I E-t P-1 l:>R OR 
2.7 2.8 3.7 3.0 3.4 +0.8 +0.3 
2.9 2.8 4.7 3.9 4.3 +2.0 +1.0 
2.7 3.1 4.7 3.4 4.1 +1.2 +0.7 
3.8 4.2 5.4 5.0 5.2 +0.8 +1.2 
2.3 2.5 3.0 2.8 2.9 +0.4 +0.5 
2.3 2.4 4.1 3.8 4.0 +1.6 +1.5 
3.9 3.7 5.2 4.1 4.7 +1.7 +0.2 
3.1 3.3 4.1 3.3 3.7 +0.6 +0.2 
2.8 3.0 4.1 3.1 3.6 +0.9 +0.3 
2.4 2.7 3.6 2.7 3.2 +0.7 +0.3 
3.0 3.2 3.8 4.1 4.0 +0.5 +1.1 
2.7 3.7 4.1 4.2 4.2 +0.5 +0.5 
2.0 2.5 3.2 3.1 3.2 +0.3 +1.1 
3.4 3.5 5.6 4.7 5.2 +l.2 +1.3 
2.8 3.2 4.8 4.3 4.6 +1.2 +l.5 
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1:11:) 
s:: 
·n 
oO Q) 
as o 
~ tii 
H r-1 
r-1 Q) 0 
as Cf-I 0 
.p Cf-I ..s::i O•n () 
E-t R tll 
+0.6 E 
+1.5 F 
+l.O A 
+1.0 c 
+0.4 D 
+1.6 D 
+1.0 E 
+0.4 E 
+0.6 F 
+0.5 F 
+0.8 A 
+0.5 c 
+0.7 c 
+1.2 B 
+1.4 D 
t: 
as~ 
~ r-1 Ol 
s:: ::s C1> 
C1> .c~ 
rd as I 
::s () Q) 
~ ~~ (/) 
241 3.0 
242 3.5 
243 4.3 
244 2.6 
245 2.3 
246 3.8 
247 3.2 
248 3.7 
249 2.9 
250 3.3 
251 3.4 
252 2.3 
253 3.5 
254 2.3 
255 3.1 
PRE AND POST READING TEST SCORES 
TREATMENT III - FIFTH GRADE 
s:: bO s::: bO s::: 
0 s:: 0 ~ 0 •rl ·rl •rl ·rl 
Ul 't1 >:> Ol 't1 >:> Q) Ol Q) 
s:: 
"' 
S.. ~ s:: ~ en~ S.. o s:: () 
C1> ~ Q)~ en ro C1> Ol C1> Ol as s:: C1> s::: 
.Q Ol ~ Ol r-1 Q) .Q Q) ~ Q) r-1 Q) .Q C1> 
Q) Q) Q) ::s ~ Q)~ ~ ::s s.. Q) s.. 
s..~ r-1~ .C I S-tl r-1 I .c Q) S.. G> 
P4 I as I as~ p.~ as~ en t\-t P.t\-t El C1> ~ Q) 0 Ol f3 I'll ~ I'll 0 t\-t a t\-t 
oS-t OM 00 00 00 0 •rl 0 •.-1 
Ofl.t E-i fl.I >Pot 0 fl.I E-i Pot >R OR 
2.4 2.7 2.7 2.8 2.8 -0.3 +0.4 
2.8 3.2 3.9 3.4 3.7 +0.4 +0.6 
3.6 4.0 4.4 3.8 4.1 +O.l +0.2 
2.0 2.3 3.0 3.1 3.1 +0.4 +l.l 
2.2 2.3 3.6 3.1 3.4 +1.3 +0.9 
3.0 3.4 4.1 3.9 4.0 +0.3 +0.9 
2.6 2.9 3.9 2.9 3.4 +0.7 +0.3 
2.8 3.3 4.2 2.8 3.5 +0.5 +O.O 
2.8 2.9 2.9 3.0 3.0 +O.O +0.2 
2.8 3.1 3.7 2.8 3.3 +0.4 +O.O 
3.3 3.4 3.6 3.4 3.5 +0.2 +0.1 
2.1 2.2 2.5 2.3 2.4 +0.2 +0.2 
3.0 3.5 3.9 3.0 3.5 +0.4 +o.o 
2.3 2.3 2.5 2.6 2.6 +0.2 +0.3 
2.7 2.9 2.1 2.8 2.5 -1.1 +0.1 
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bO 
s:: 
•rl 
't1 Q) 
as o 
Q) s::: p:: Q) 
s.. r-1 
r-1 Q) 0 
as t\-t 0 
~ t\-t .Q 
~~ 0 (/) 
+O.l G 
+0.5 G 
+O.l G 
+0.8 G 
+1.1 G 
+0.6 G 
+0.5 G 
+0.2 G 
+0.1 G 
+0.2 G 
+0.2 G 
+0.2 G 
+0.2 G 
+0.2 G 
-0.4 G 
ta 
as~ 
~ r-1 Ol 
s:: ::s Q) Q) ,o~ 
re CC I 
::s 0 Q) 
~ ~t: rn 
256 2.2 
257 2.3 
258 2.4 
259 3.1 
260 4.0 
261 2.3 
262 4.5 
263 3.8 
264 2.8 
265 2.9 
266 2.1 
267 1.9 
268 3.2 
269 3.3 
270 3.8 
PRE AND POST READING TEST SCORES 
TREATMENT III - FIFTH GRADE 
s:: ~ s:: ti() s:: 
0 s:: 0 s:: 0 
.,; .,; .,.. •.-I ·ri 
Ol re ::-, Ol re ~ Q) Ol Q) 
s:: a3 S-4 ~ s:: ~ as~ MO s:I 0 
Q) ~ Cl)~ co Ol Q) Dl Cl) fl) 
"' s:: Q) s:: 
.s::: Cll p:: Cll r-1 Q) .s::: Q) p:: Q) r-1 Q) .s::: Q) 
Q) Q) Cl) ::s ~ Q) ~ ~ ::S S-4 <I> r... 
r...~ r-1~ ,o I S-4 I r-1 I ,0 Q) r... Q) 
Pl I a3 I "'~ Pl~ co~ CO CH PllH s Q) ~Cl) 0 Cll s Cll ~ Ol o CH a CH 
OM OM 00 00 00 ~~ 0 ·r-1 OP.. E-t p.. >P.. OP.. E-t p.. o~ 
3.0 2.6 2.1 2.9 2.5 -0.1 -0.1 
2.5 2.4 2.5 2.4 2.5 +0.2 -0.l 
2.8 2.6 2.3 2.8 2.6 -0.1 +o.o 
3.4 3.3 3.4 3.6 3.5 +0.3 +0.3 
3.8 3.9 4.1 3.9 4.0 +0.1 +0.1 
3.3 2.8 3.0 3.6 3.3 +0.7 +0.3 
3.6 4.2 4.7 3.9 4.3 +0.2 +0.3 
4.1 4.0 3.8 4.6 4.2 +O.O +0.5 
5.6 4.2 3.9 5.1 4.5 +1.1 -0.5 
3.3 3.1 3.7 4.3 4.0 +0.8 +l.O 
2.3 2.2 3.1 3.2 3.2 +1.0 +0.9 
2.1 2.0 2.3 2.9 2.6 +0.4 +0.8 
4.1 3.7 3.4 4.2 3.8 +0.3 +O.l 
4.6 4.0 5.1 4.2 4.7 +1.8 -0.4 
4.1 4.0 4.1 4.8 4.5 . +0.3 +0.1 
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~ 
s:: 
.,; 
re Q) 
as o 
Q) s:: p:; Q) 
r... r-1 
r-1 Q) 0 
as IH 0 
~IH .s::: 
~~ () rn 
-0.l G 
+0.1 G 
+O.O G 
+0.2 G 
+0.1 G 
+0.5 G 
+0.1 G 
+0.2 G 
+0.3 G 
+0.9 G 
+l.O G 
+0.6 G 
+O.l G 
+0.7 G 
+0.5 G 
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